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ABSTRACT
There is a lack of empirical research on the motivational regulation and reactions of
higher education students enrolled in blended courses. Studies that target this focus with
nontraditional adult learners enrolled in the community college are even more difficult to locate.
In this mixed-methods exploratory case study, I explored in what ways nontraditional adult
learners’ motivational regulation and their motivational reactions to course design relate to their
perceived learning experience in a blended technology course with a flipped design. Specifically,
I investigated how nontraditional community college students described their goals for
participating in a blended course prior to the start of the class, in what ways they utilized
motivational regulation strategies within the course, how they described their motivational
reactions to a blended course developed with a flipped design, and how they perceived their goal
accomplishments at the end of the course. The following A Priori questions guided my
research:
1. In what ways do five nontraditional community college students describe their goals
for participating in a blended technology course with a flipped design prior to the start
of the class?
2. How do these students describe their motivational regulation experiences in the
blended technology course on their responses to the Motivational Regulation
Strategies Questionnaire?
3. How do these students perceive the motivational aspects of the course design as
measured by the Course Interest Survey?
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4. In what ways do these students perceive they achieved their described goals at the end
of the course?
I collected quantitative and qualitative data in the Fall semester of 2017 from five
purposefully selected nontraditional adult community college learners who voluntarily engaged
in the inquiry. I used several data collection instruments throughout the study. I collected
quantitative data via three questionnaires: (1) a Demographics, Goals, and Interest Survey (2) the
Motivational Regulation Strategies questionnaire, and (3) the Course Interest Survey. I gathered
qualitative data through (1) participant electronic journals, (2) semi-structured interviews and (3)
a researcher’s reflective journal.
There are both practical and theoretical implications to this study. The results of this
research suggest guidelines on how to design an effective blended course for nontraditional
students enrolled in the community college arena. The information gleaned might be used to
further develop and redesign future blended courses for nontraditional community college
students who seek alternative modes of content delivery for the purposes of continued learning
and convenience of integration into their busy lifestyles.
The findings from this study contribute to at least two bodies of empirical research
literature: (1) motivational regulation strategies employed by nontraditional community college
students and the (2) development of blended courses with motivational design to help
nontraditional community college adult learners obtain their learning goals.
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CHAPTER I: My Experience, Education, And Scholarship
Stake (2010) believes our interpretation of research is shaped by what we experience and
understand about the events in which we participate. In other words, researchers’ world views
(perceptions, prior experiences, and beliefs) influence their research efforts. Thus, in this chapter,
I contemplate my personal, educational, and professional life, not only to reflect about my own
theoretical orientation toward research, but also to apprise my readers. It is clear my
philosophical beliefs about teaching and learning, and my pedagogical orientation have
influenced why I chose to conduct this study, the exploratory A Priori questions that guided the
study, my data collection methods and my interpretations of the data.
My Personal, Educational, and Professional Experiences
"Let's use the record player and try it again!" I exclaimed to my five-year old sister while
she held the read-along book on her lap. Determined to teach her to read, I pointed to each
enunciated word and turned pages as a bell signaled from the record. I'll never forget the
excitement I felt when she jumped up and down shouting, "I can read! I can read!"
The euphoric sensation of teaching reading changed my life. I believe this first teaching
experience was a precursor to my decision to become an educator.
I was the first in my family to earn a college degree – an Associate of Arts (A.A) degree
from a community college. Next, I was admitted to, enrolled in, and graduated from a four-year
University with my second degree - a B.S in Elementary Education. While I attended the
University, I worked at a computer store and formulated strategies about how to integrate
technology in the classroom. One exciting idea was to have my students collaborate and use
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software to create, publish, and present research projects. Infusing technology into the
curriculum spread among my colleagues as I coached and educated them about how to use
technology. Embracing my leadership role inspired me to complete the next educational
challenge - a master’s degree in Educational Leadership.
In the Educational Leadership program, I was motivated to become an effective school
leader. In one course, I studied Dr. John Kotter's 8 Step Change Model (Kotter, 1996). It
highlighted the importance of developing a culture of continuous improvement in which faculty
collaborate and students take responsibility for their own learning. This information was critical
during my practicum project as I led a school-wide change initiative to outfit forty classrooms
with liquid crystal display (LCD) projectors and document cameras – a real time image capture
device. I also created and presented professional development sessions focused on the operation
and integration of the LCD projectors and document cameras into classroom lessons. The project
was successful and awakened a desire in me for a new career path in technology and a
furtherance of my education.
As a result, I left the classroom to become an elementary school-based technology coach
where I collaborated with teachers to integrate technology into their teaching. After four years, I
applied for and was hired as an online instructional designer and technology coach for a large
virtual school located in the southeast. Currently, I am the Assistant Director at a technology
center in a top-tier, research one university. In this position, I coach faculty and staff on how to
use technology for teaching and I create online technology integration training courses for K-12
educators.
My experiences as a classroom teacher, school leader, technology coach, and
instructional designer influenced my quest for greater knowledge and advancement in the field of
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instructional technology. Thus, I pursued a Ph.D. in Curriculum and Instruction with a
Specialization in Instructional Technology and a double cognate in Adult Education and Literacy
Education.
Many years have passed since those record player reading lessons with my sister.
However, I know they were the catalyst that united my lifelong love of teaching with my passion
for technology.
Situating Myself in the Research
“Who we are as educators shapes the tenor of our classes and impacts how and what
students learn” (Richards, 2011, p. 784). I am a white, middle-aged female, a teacher, an
educational leader, a technology coach, an instructional designer, and a researcher. I have been
in the field of education for many years and have taught several K-12 grade levels as well as
adult learners. As a teacher and an educational leader, I have developed my own philosophical
ideals about teaching and learning.
Teaching Philosophy
My philosophy of teaching continues to evolve as my knowledge of research, theory and
practice grow. I believe I make a difference in the lives of my students by viewing each one,
regardless of age, socioeconomic status, cultural heritage, cognitive level or physical ability, as
an individual, unique, capable learner and by motivating, encouraging and inspiring them to
achieve their goals with excellence.
Within my classroom, I aspire to provide a safe and healthy, family atmosphere in which
each student's self-esteem, leadership skills, and level of academic performance is enhanced
through group interaction, learning focused, student-centered strategies, and continuous
assessment of individual student needs.
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As I empower my students to achieve and accomplish high work standards, become
socially responsible citizens, be successful life-long learners, and well informed decision makers,
I am able to fulfill my calling as an educator and consider myself a success.
Educational Leadership Philosophy
As an educational leader and technology coach, it is my responsibility to motivate and
guide others forward through communicating vision, empowering individuals, encouraging
personal growth and serving, to ensure all are successful.
As a leader, I strive to promote a positive, collaborative, and high-performing learning
culture that utilizes data to improve instructional practices and raise student achievement. I
believe an effective leader demonstrates and shares the love of learning through continuous
participation in professional development, through modeling and developing high expectations,
and by actively engaging community stakeholders.
My personal passion is coaching others in the appropriate and innovative use of
technology, sharing resources, and providing support for increasing information literacy skills to
produce successful 21st century citizens.
My Pedagogical Orientation
I value the knowledge and experiences learners bring with them to the classroom. I
believe students should be the center of learning. The creation of tangible objects, participation
in real-world activities, involvement in discussions, and interactions with other learners enables
them to build upon and transform their already existing knowledge.
As a coach and facilitator of learning, rather than a lecturer, I like to collaborate with my
students, see them learn, hear their ideas, and better understand their stories. I also enjoy
training, teaching, learning with, and serving others. Servant Leadership is my preferred style of
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leadership. I strive to put the needs of others first, help others develop skills they need to be
successful, and perform at their highest potential.
Pedagogically, I believe utilizing technology in the classroom is a best practice but I do
not believe technology can, or ever will replace good teachers. However, I do believe when a
teacher considers the learning needs of her students, and the required curriculum, and is able to
strategically utilize available technology it can enhance teaching and increase students’ learning.
Philosophically I believe adult learning can and should be transformative. Learning does
not only take into account life experience but requires the ability to critically reflect upon prior
thoughts and assumptions (Merriam, Caffarella, & Baumgartner, 2007). In order to make sense
of an unexpected event or experience, a learner has the choice to either reject or question that
event or experience. Learners use their prior knowledge and/or experiences to examine and make
sense of unexpected events or experiences. They often revise their expectations or views based
on the new knowledge they gain and then act on that revised viewpoint. This transformation of
learning “leads to perspectives that are more inclusive, discriminating and integrative of
experience” (Mezirow, 2000; Cranton, 2006, p. 19).
Why I Chose This Study
I am passionate about teaching, coaching, and collaborating with others in learning. I am
a life-long learner who loves attending classes or workshops, understanding new concepts and
incorporating them into my own schema of ideas and knowledge. As an adult learner, I
transferred to a community college after a one-year enrollment at a large university. I am an
instructor at a community college and my three children all attended community college. I
intricately understand both the benefits and the challenges community college students
encounter.
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My educational perceptions, beliefs and experiences have shaped me into the person I am
today. I believe my own learning experiences are fueled and achieved by both internal and
external motivational conditions. After nearly 20 years of not being a student, I returned to the
classroom as an adult learner. My goal was to add to my own personal knowledge base and I
hoped to advance my career in the field of education. This experience has enabled me to be
more compassionate toward my adult learner students as I can empathize with the daily struggles
they face. However, it does make me realize I have little insight into why other nontraditional
adult students return to college or begin their college education later in life. I want to explore
what their goals are for participating a blended core technology course. What motivates these
nontraditional adult learners to begin or continue in their educational endeavors?
Although I did not recognize it at the time, as a nontraditional adult learner I
implemented and utilized several motivational regulation strategies to ensure I was able to
achieve my learning goals. This revelation about my own learning prods me to want to know
what strategies, if any, my students use to ensure they reach their learning goals. It also pushes
me to ask, “In what ways do these students perceive they achieved their described goals at the
end of their course?”
My desire to know and better understand these phenomena became the focus of a pilot
study I conducted in one of the research methods courses required in my doctoral program of
study. For the pilot study assignment, I employed a mixed methods approach to explore in what
ways community college students perceive their educational learning experiences, the same
and/or differently, in a face-to-face and hybrid delivery mode of a core technology course.
Throughout the 16-week pilot study I utilized experience sampling methodology (ESM) to
measure student cognitive involvement and emotional experience. I combined interval and event-

7
contingent sampling to gather students’ data. In event-contingent sampling, students complete a
Likert survey, directly after a particular event or activity has been completed. This provides inthe-moment affective and cognitive epistemological data that preserve the moment and is less
likely to allow misremembered information or feelings to be reported (Zirkel, Garcia, & Murphy,
2015). Results of the pilot study quantitative data showed a significant decline in cognitive
involvement as the semester progressed, However, students reported being highly satisfied with
the course content, relaxed when completing assignments, and found their learning experiences
interesting.
To develop even deeper insight into students’ experience perceptions and expand
quantitative results (Creswell & Clark, 2007), I conducted a semi-structured personal interview
with a pilot study student who attended every hybrid class meeting. Feedback from this student
helped me better organize and define questions for my current study.
As a blended course-designer, instructor, and researcher I strive to understand how I can
best serve nontraditional adult learners through course design that includes motivational
elements and delivery of effective instruction. I have researched online and blended course
design, adult learning theory, and nontraditional adult learners’ motivational regulation
strategies; there is literature on each of these individual concepts but there is scant research
literature exploring these concepts with nontraditional adult learners in a core community college
technology course. I have found no qualitative research to address the combined concepts.
It became clear to me that an exploratory mixed methods case study of nontraditional
adult learners’ motivational regulation strategies in a blended technology course was necessary
and urgent. Schwinger and Otterpohl (2017) claim most of the research related to the use of
motivational regulation strategies has been strictly quantitative and it is important to find out
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whether or not the conclusions on motivation regulation strategies can be supported using
behavioral, observational, and/or qualitative data.
In this research, I invited five nontraditional adult learners to participate in a 12 week
exploratory mixed methods case study. I believe the discoveries will provide insight into how
course design, as well as adult students’ goals and motivational regulation strategies contribute to
their perceived learning experience in a blended core technology course with a flipped design.
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CHAPTER II: INTRODUCTION
Background
In this modern technological era, most traditional aged college students who graduate
from high school and enroll directly into a four-year university, come to class prepared with a
digital device in their pocket or backpack. They use visual media sites to learn or develop new
skills and utilize social media to communicate with others across the room and across the world.
However, often due to lack of academic, social, and professional experiences with technology,
nontraditional adult students who attend a two-year community college typically have not used
technology in a classroom setting and may not be as tech savvy as traditional college
undergraduates (Bancroft, 2016; Burt, Gonzalez, Swank, Ascher, & Cunningham, 2011; Jesnek,
2012; Kinghorn, 2014).
Adult community college students make up a substantial portion of the current
undergraduate college population. Definitions for nontraditional adult community college
students vary and has been a source of discussion in the research literature. Age, specifically
being over 24, is the characteristic used most often to define this population (Bean & Metzner,
1985; National Center for Education Statistics [NCES], 2016). Other characteristics or variables
used to identify nontraditional students are work and family obligations, level of employment
and enrollment in non-degree/certificate programs (Bean & Metzner, 1985; NCES, 2016). In
this study, I used the terms adult community college student and nontraditional student
interchangeably. I defined adult community college students or nontraditional adult learners as
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being over the age of 24 and having one or more of the following characteristics (Mellow &
Heelan, 2015; NCES, 2016; New American Education, 2014):
•

Is independent for financial aid disbursement

•

Has one or more dependents

•

Is a single caregiver

•

Does not have a traditional high school diploma

•

Delayed postsecondary enrollment

•

Attends school part time

•

Employed and works 20-40 hours per week

College students are often expected to know or have basic technology skills to be
successful in current college courses and recent research shows a correlation between student
computer experience and technology skill proficiency (Bancroft, 2016; Bennett & Maton, 2010;
Goode, 2010; NCES, 2016; Tawfik, Reeves, & Stich, 2016). However, even basic skills such as
the navigation of a learning management system to find course related materials - a syllabus, or
the use of technology to access necessary course information – an offered class section or a
schedule, can consume a great amount of time, confuse students, and frustrate nontraditional
community college students who lack the knowledge, or have not had the opportunity, to use a
variety of devices or software (Goode, 2010; Jesnek, 2012; Snart, 2017).
College students’ digital skills are directly related to their academic, social, and
professional computer experiences, which are often dependent on age, class, race and gender
(Bancroft, 2016; Bennett & Maton, 2010; Goode, 2010; Snart, 2017). This should be a
significant consideration for community colleges as they currently enroll almost 50% of all U.S.
undergraduate students and that number has consistently risen over the past few decades
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(Mellow & Heelan, 2015; NCES, 2016; New American Education, 2014). There are many
reasons community college enrollment continues to rise – an open admissions policy, a slow
economy, global outsourcing, technological advancement, the need for employees to update their
job skills and the call for more college-educated workers by former Presidents Clinton and
Obama (Bancroft, 2016; Jesnek; 2012; Mellow & Heelan, 2015; NCES, 2016).
Community college students commonly span several generations, are culturally diverse,
and often come from lower socioeconomic backgrounds than the traditional college
undergraduate (Jesnek, 2012; New American Education, 2014). The American Association of
Community Colleges [AACC] (2016) reports the average age of a community college student is
28 with 37% of students under 21, 49% between 22-39 and 14% over age 40. Women make up
57% of the student population and approximately 58% of all community college students receive
financial aid. Many community college students are first generation college attendees with a
variety of responsibilities that create barriers to their learning. They often work full-time jobs
and have families and young children to care for (AACC, 2017; New American Education, 2014;
Zeit, 2014). A rising number of nontraditional community college students have recently
returned home from a military deployment, or are women who need to obtain new knowledge
before returning to the workforce after being home, and raising children, for several years (New
American Education, 2014; Zeit, 2014). Seventeen percent of community college students are
single parents who want, or need a degree to increase career opportunities (AACC, 2017; New
American Education, 2014, 2015; Zeit, 2014)
Unlike traditional college students, nontraditional adult learners often enroll in the
community college with unique and specific educational goals (Bancroft, 2016; Zeit, 2014).
These mature students are not concerned with sponsored school social events, or how the

12
football team is ranked. They are more likely to seek job skill enhancement, a degree/certificate,
or look for personal enrichment but they often lack sufficient experience in digital environments
(Bancroft, 2016; NCES, 2016; Tawfik, Reeves, & Stich, 2016; Zeit 2014).
In an attempt to meet the current academic pursuits of nontraditional busy, culturally
diverse, multitasking community college adult learners, higher education institutions began to
offer online courses as an alternative to traditional face-to-face courses (Owston, York &
Murtha, 2013; Torrisi-Steele & Drew, 2013). With over 6 million students enrolled in online
courses, it is no wonder 71% of chief academic leaders insisted online learning be included in
their strategic growth plan (Allen & Seaman, 2013). Currently, over 83.6% of institutions with
between 1,000 and 4,999 students offer online courses (Allen & Seaman, 2015). In Fall 2016,
close to 32% of higher education enrollments, or a little more than 6,350,000 students, took at
least one online college education course (Seaman, Allen & Seaman, 2018).
In an online learning environment, instructors and students are separated by space and
time but are able to communicate and engage with one another, and course enrolled colleagues,
through a server based learning management system (LMS). With the advancement of features,
capabilities, and services created within popular learning management systems, students are now
able to participate in online group discussions, create video or audio submissions, and share
knowledge while they work synchronously or asynchronously on projects in virtual, small group
work-spaces.
Although, online course offerings may seem like the ideal choice for busy nontraditional
community college attendees, these students often struggle with a fully online course modality
(Travers, 2016; Xu & Jaggars, 2013; Zeit, 2014). Jaggers (2014) found that although online
courses offered flexibility and convenience, adult learners often rejected the fully online
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modality due to the weak instructor presence and weaker student-to-student interaction. Students
enrolled in online courses must be prepared to meet instructional strategy demands and
technology requirements embedded within the courses. Moreover, they must self-regulate their
learning to obtain academic goals and apply, as well as maintain, high levels of learner control
throughout the extent of the course (Hixon, Barczyk, Berg & Buckenmeyer, 2016; Santhanam,
Sasidharan, & Webste, 2008; Thompson, Miller, & Franz, 2013).
Several studies show online courses are not usually designed to help students develop the
self-directed learning skills necessary to succeed in an online course environment (Bambara,
Harbour, Davies & Athey, 2009; Xu & Jaggars, 2011). Students often lack the necessary learner
control levels, have insufficient motivation to learn independently, and regularly encounter
barriers such as limited access to computers and the internet, have peer communication and
interaction issues, and struggle to bond with the instructor and their classmates (Bell &
Kozlowski 2002; Brown, 2001; Kaupp, 2012; Rossett & Schafer 2003; Santhanam, Sasidharan,
& Webster, 2008; Shantakumari & Sajith, 2015).
Research shows insufficient motivation and self-regulation can create a barrier to online
learning and lead to a high rate of student withdrawals, lower grades, and higher failure rates for
several community college demographic subgroups such as males, ethnic minority students, and
those with low incomes (Bambara, Harbour, & Davies, 2009; Kaupp, 2012; Xu & Jaggars, 2014;
Snart, 2017). Low online course persistence and high failure rates have led community colleges
to further explore blended learning environments (Johnson, Becker, Cummins, Estrada, Freeman,
& Hall, 2016; Snart, 2017; Sorden & Munene, 2013; Xu & Jaggars, 2014). Blended learning
offers many benefits such as cost effectiveness, flexibility of learning time, ease of content
access, both face-to-face and virtual instructor support, peer contact, and multimedia integration
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(Johnson, Adams Becker, Cummins, Estrada, Freeman, & Hall, 2016; O’Flaherty & Phillips,
2015; Snart, 2017; Sorden & Munene, 2013; Watson, 2008).
In 2008, John Watson, with The North American Council for Online Learning, predicted
that blended learning will “likely emerge as the predominant model of the future” (p. 3) and
become more common than both face-to-face and online instruction. Advances in computermediated instructional elements, such as LMS technology and focused educator professional
development, has led to a rise in blended learning adoption but the field is still considered
nascent (Bonk & Graham, 2004; Patrick, Kennedy & Powell, 2013; Powell, Watson, Staley,
Patrick, Horn, Fetzer, Hibbard, Oglesby & Verma, 2015). Powell et al. (2015) argue
blended learning will continue to transform education as higher institutions, districts, and
teachers shift their thinking and instruction toward optimizing and personalizing teaching and
learning environments for individual students.
The terms blended learning and hybrid learning are often used interchangeably with
varied, or broad definitions. A blended, or hybrid learning environment combines face-to-face,
instructor-led learning with independent, student-facilitated learning assignments delivered
through a variety of technology tools. Horn and Staker (2015) define blended learning, as “any
formal education program in which a student learns at least in part through online learning with
some element of student control over time, place, path and/or pace” (p. 34). The blended learning
model enables students to control more of their learning time, offers flexibility in faculty
teaching schedules and enables institutions to more effectively use brick-and-mortar classroom
space (Owston, York, & Murtha, 2013).
Horn and Staker (2015), describe four models of blended learning. They are the Flex
model, the A La Carte model, the Enriched Virtual model, and the Rotation model. In the Flex
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model, the instructor is on site while students fluidly move through customized online and
offline learning activities. In the A La Carte model, students choose to take some online courses
with an online instructor and other courses in a traditional brick-and-mortar classroom. In the
Enriched Virtual model, students divide their time between a brick-and-mortar campus and
learning content or instruction through remote online delivery methods. In the Rotation Model,
students rotate among several learning modalities with at least one online learning rotation. The
Rotation model particularly has four sub-models: (1) Station Rotation model – where students
rotate within a contained classroom, (2) Lab Rotation model – where students rotate between a
classroom and an online learning lab, (3) Flipped Classroom model – where students rotate
between the brick-and-mortar classroom for face-to-face teacher-guided practice and an off-site
location to access online content and instruction, (4) Individual Rotation model – where a student
accesses an individualized learning plan and does not rotate to each available station or modality.
Although the idea of rotating among stations is certainly not new in education, including the
online learning modules as part of the cycle distinguishes this model from the traditional bricks
and mortar classroom learning.
The flipped classroom, a type of blended Rotation model, has become popular in several
traditional lecture-based undergraduate college courses such as science, statistics, and accounting
(Ash, 2012; Maloy, Edwards, & Evans, 2014; Wilson, 2013). In the flipped classroom, lecture
and homework elements are reversed. Students read content or view content online before they
come to class. This affords students’ control over their own learning as they are able to hit
pause, rewind, fast forward and/or practice using skill simulation software until they have
mastered the assigned academic content. In a flipped classroom design students decide when and
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what to watch and/or how often they will practice the online content (Maloy, Edwards, & Evans,
2014; O’Flaherty & Phillips, 2015; Owston, York, & Murtha, 2013; Snart, 2017; Wilson, 2013).
In a flipped classroom, instructors use class time to engage students in their application of
gained knowledge through participation in collaborative, real world problem-solving exercises,
projects, discussions or debates. The flipped classroom enables an instructor to act as a facilitator
of learning because it frees them from the traditional lecture type style of instruction often found
in the face-to-face environment (Maloy, Edwards, & Evans, 2014; O’Flaherty & Phillips, 2015;
Wilson, 2013). It also enables instructors to encourage students to participate in “hands-on
activities, inquiry- and project-based learning, and all those things that we have known that
research has borne out to be effective and meaningful and important” (Noonoo, 2012, p. 3).
The Flipped Learning Network (FLN) (2014) insists a flipped classroom does not always
guarantee effective flipped learning. Flipped Learning is defined as
“a pedagogical approach in which direct instruction moves from the group learning
space to the individual learning space, and the resulting group space is transformed into
a dynamic, interactive learning environment where the educator guides students as they
apply concepts and engage creatively in the subject matter” (FLN, 2014, p.5).
In order for flipped learning to occur, the FLN (2014) identified four key pillars to guide
educators in the development and implementation of a flipped classroom model. These include
a:
•

Flexible Environment (F) where lessons, learning modules and in-class activities can
be rearranged to accommodate student timelines for learning (FLN, 2014).
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•

Learning Culture (L) where students engage in student-centered activities focused on
forming knowledge through deep, meaningful exploration of curricular concepts
(FLN, 2014).

•

Intentional Content (I) where educators evaluate what content should be explored
outside of the classroom and how classroom time can be maximized to help students
develop conceptual understanding and procedural fluency (FLN, 2014).

•

Professional Educators (P) act as learning facilitators who determine what, when, and
how instruction will shift from the face-to-face to the online learning space. They
continually monitor student understanding of conceptual content, provide immediate,
relevant, and constructive feedback, and continually assess student work (FLN, 2014).

Problem Statement
Nontraditional community college students lead busy lives but are often required to learn
new skills to meet their goals and/or advance their careers. As traditional face-to-face courses
are often time consuming and not always conducive to students’ busy life schedules, universities
and community colleges recognized the need to offer more flexible course options for
nontraditional students (Johnson, Adams, Cummins, Estrada, Freeman, & Hall, 2016; Ryan,
Kaufman, Greenhouse, She, & Shi, 2016). Due to competing life responsibilities, low
motivation, lack of self-regulation strategies, academic unpreparedness, and limited
technological experience, the fully online course modality has left many nontraditional
community college subgroups feeling isolated and unsuccessful (Johnson, Becker, Cummins,
Estrada, Freeman, & Hall, 2016; Sorden & Munene, 2013; Xu & Jaggars, 2014; Snart, 2017).
This has led to a high rate of nontraditional student withdrawals, lower grades, and higher failure
rates (Bambara, Harbour, & Davies, 2009; Kaupp, 2012; Xu & Jaggars, 2014; Snart, 2017).
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Over the past decade, blended learning has become more widely adopted by higher
education institutions but has not yet gained the institutional traction and acceptance of other
face-to-face or fully online learning modalities (Diaz & Brown, 2010; Snart, 2017). Studies on
the use and effectiveness of blended learning with a flipped design in higher education is limited
and literature on blended learning in the community college is even more scarce. Published
studies include defining flipped learning as an educational paradigm (Khadri, 2016), students’
performance in blended learning courses (Vernadakis, et al., 2012), students’ perceptions of
reverse teaching (Nguyen, 2015), student satisfaction with blended learning (Castle & McGuire,
2010; Woltering, Herrler, Spitzer, & Spreckelsen, 2009) and challenges for students enrolled in
blended learning courses (Vaughan, 2007; Smyth, Houghton, Cooney, & Casey, 2012).
There is a gap in the research on how nontraditional community college students’
learning goals, motivational regulation strategies, and reactions to course design relate to their
perceived learning experience in blended courses.
Purposes of the Study
The purposes of the study were to explore in what ways nontraditional adult learners’
regulate their motivation and react to course design in a blended core technology course with a
flipped design. Specifically, I investigated how nontraditional community college students
described their goals prior to participating in a blended course, in what ways they utilized
motivational regulation strategies within the course, how they described their motivational
reactions to a blended course developed with a flipped design, and lastly, how they perceived
their goal accomplishments at the end of the course.
This study contributes to several bodies of academic research. First, it adds to the
empirical literature on how nontraditional adult community college students describe their
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learning goals prior to a blended core technology course. Second, it informs the extant literature
on the motivational regulation strategies nontraditional community college learners utilize within
a blended core technology course with a flipped design. Third, it adds to best practices research
on the design development of motivational blended learning courses for nontraditional
community college students. Fourth, this study adds to the existing literature on how community
college adult learners perceive their learning experiences. Fifth, this study informs current
research on how nontraditional community college students perceive their stated goal
accomplishments after they complete a blended core technology course with a flipped design.
A Priori Questions
In order to achieve the purposes of this study, the following questions guided the
research:
1. In what ways do five nontraditional community college students describe their goals
for participating in a blended technology course with a flipped design prior to the start
of the class?
2. How do these students describe their motivational regulation experiences in a blended
technology course on their responses to the Motivational Regulation Strategies
Questionnaire?
3. How do these students perceive the motivational aspects of the course design as
measured by the Course Interest Survey?
4. In what ways do these students perceive they achieved their described goals at the end
of the course?
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Research Design
To answer my research questions, I designed a mixed methods exploratory case study. I
used the most common mixed methods research approach, triangulation design (Creswell &
Clark, 2007). The triangulation design, also known as the concurrent triangulation design, is a
one phase design that brings together the strengths and non-overlapping weaknesses of both
quantitative and qualitative methods of research (Patton, 2015). To best understand the research
problem, I used both quantitative and qualitative methods “to obtain different but complementary
data on the same topic” (Morse, 1991, p. 122). During the data analysis phase, I merged the
collected data to achieve a more comprehensive understanding of the phenomenon (Leavy,
2017).
I recruited five nontraditional adult learners to participate in the study. They each
completed four quantitative questionnaires: (1) a Demographics, Goals, and Interest Survey (2)
two Motivational Regulation Strategies surveys and (3) the Course Interest Survey. Participants
completed the Motivational Regulation Strategy survey twice to determine possible differences
in their use of motivation regulation strategies after exposure to two commonly used software
programs, Microsoft Word and Microsoft PowerPoint, and two less frequently used software
programs, Microsoft Excel and Microsoft Access.
I collected qualitative data through (1) participant electronic journals, (2) semi-structured
interviews and (3) a researcher’s reflective journal where I captured my own thoughts and
observations of (1) the direct engagement with students, (2) conducted classroom activities (3)
conversations between and among students (4) significant and/or unexpected happenings and (5)
my reflective thinking throughout the study.
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My colleague agreed to assist me with the data collection and was approved by IRB as a
research team member. She gathered informed consent forms from participants at the beginning
of the research study and participants remained anonymous until after final grades were
submitted. Once revealed, I took great care to implement ethical research practices and ensure
participant confidentiality.
Significance of the Study
Practical Implications
The results of this study provide guidelines about how to design an effective blended
course for nontraditional students enrolled in the community college arena. The information
gleaned might also be used to further develop and redesign future courses meant to serve
nontraditional students who seek alternative modes of content delivery for the purpose of
continued learning and convenience into their busy lifestyles.
Theoretical Implications
Much of the theoretical implications have reported on how the constructivist nature of
blended learning affects student achievement, performance, autonomy and success. Although
important, I sought to contribute to the field of instructional technology by exploring,
understanding and reporting on motivational regulation strategies and reactions of nontraditional
community college students to a blended core technology course with a flipped design.
Contribution to Empirical Research
There is a lack of empirical research on the motivational regulation and reactions of
higher education students enrolled in blended courses. Studies targeting this focus with
nontraditional adult learners enrolled in the community college are even more difficult to locate.
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The findings from this study contribute to at least two bodies of empirical research literature: (1)
motivational regulation strategies employed by nontraditional community college students and
the (2) development of blended courses with motivational design to help nontraditional
community college adult learners achieve their learning goals.
Limitations
I conducted this study in a large community college in the Southeastern United States. It
included five nontraditional community college learners enrolled in a 12 week, core technology
course delivered in a blended, flipped modality. The results of this study can be used as a guide
for community college course designers who seek to assist nontraditional students overcome
barriers to learning through the study of motivational regulation strategy usage and motivational
design. However, this study is not without limitations.
First, I must consider that other researchers may interpret the data differently than I did.
Interpretation in research is imperative (Stake, 1995) and “research subjectivity is a crucial
component to the qualitative research process” (Richards, 2015, p. 210). As a qualitative
researcher, who is also an instructor at the community college level and who has been a
technology coach for adult learners, I view the data through a subjective lens as I aim to
thoroughly understand and make meaning of how the people being studied see things (Stake,
1995).
Second, there is potential for researcher bias. I am a community college graduate and I
am currently a nontraditional student who often experiences the difficult learning barriers of
adult life responsibilities. As an educator, I care about my students and do everything within my
power to help them be successful. As an instructional course designer, I am trained to develop
effective face-to-face, blended, and online courses for adult learners and strive to present content
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through the use of sound pedagogical strategies. However, through the acknowledgment of my
personal and previous life experiences I hope to provide insight that may not otherwise be able to
be obtained by readers (Stake, 1995).
Third, even though I assured students of their confidentiality and stated there would be no
negative effects to their course grade, participants may not have believed it to be true because I
was their instructor.
A final limitation to the inquiry relates to the study participants. Participants may not
have had adequate knowledge or skills to describe their motivational regulation processes. They
may have been hesitant or unwilling to indicate their true perceptions and experiences, or they
may have embellished them to appear more socially acceptable (Cummingham, Zibulsky,
Stanovich, & Stanovich, 2009).
Definition of Terms
The following terms and definitions will be used to clarify ideas and concepts used
throughout the study. Statistical and qualitative measurement definitions will be included in
Chapter 4: Methods.
a) Learning Experience – the motivational process through which nontraditional
community college students set purposeful goals, manage motivational regulation, and
engage in a student-centered blended learning environment to complete real-world
technological projects.
b) Blended (hybrid) Course Delivery – students and teacher are in different places for at
least 50-79% of course time with instruction, including content, discussions and
assessments being partially delivered via the LMS. Students are able to access the
content and learning materials at any time, from any place, with an internet connection.
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c) Flipped Classroom – a pedagogical model in which traditional lecture and homework
elements are reversed. Content is read or viewed by students before they come to class.
Class time is used to engage students in applying what they have learned in collaborative,
real world problem solving exercises, projects, discussions or debates. The instructor
acts as a learning facilitator and encourages students to participate in inquiry activities.
d) Flipped Learning – “Flipped Learning is a pedagogical approach in which direct
instruction moves from the group learning space to the individual learning space, and the
resulting group space is transformed into a dynamic, interactive learning environment
where the educator guides students as they apply concepts and engage creatively in the
subject matter” (FLN, 2014, p. 5).
e) Learning Experience – the process through which nontraditional community college
students set purposeful goals, manage motivational regulation, and react to a course
designed using the ARCS motivational design model.
f) Learning Management System – a web-based delivery system used to access course
materials and support instruction. I used Canvas® LMS by Instructure.
g) Motivation – in this study, motivation includes three components: (1) goal setting, (2)
motivational regulation with emphasis on motivational regulation strategies and (3)
ARCS (Attention, Relevance, Confidence and Satisfaction) model of motivational design
(Keller, 2010; Park & Yun, 2017; Schwinger, Steinmayr, & Spinath, 2009; Wolters,
2003; Wolters & Mueller, 2010) Wolters, & Benzon, 2013).
h) Motivational regulation – conscious control over one’s own motivation to purposefully
sustain or improve effort and persistence toward completing academic tasks (Schwinger
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& Otterpohl, 2017; Schwinger, Steinmayr, & Spinath, 2009; Wolters, 2003; Wolters &
Mueller, 2010; Wolters & Benzon, 2013).
i) Motivation regulation Strategies – eight strategies used by students to maintain
motivation throughout learning (Schwinger, Steinmayr, & Spinath, 2012):
•

Enhancement of situational interest: Turning a relatively tedious task into a
more fascinating one through imaginative modification (Schwinger, Steinmayr, &
Spinath, 2012).

•

Enhancement of personal significance: Establishing a connection between the
task and one’s own personal interests and preferences. (Schwinger, Steinmayr, &
Spinath, 2012).

•

Mastery self-talk: Highlighting the goal to enlarge one’s competence and master
challenging tasks (Schwinger, Steinmayr, & Spinath, 2012).

•

Performance-approach self-talk: Earning a higher exam grade then one’s
classmates(Schwinger, Steinmayr, & Spinath, 2012).

•

Performance-avoidance self-talk: Avoiding others who make fun of one’s poor
performance (Schwinger, Steinmayr, & Spinath, 2012).

•

Environmental control: Intentionally eliminating possible
distractions(Schwinger, Steinmayr, & Spinath, 2012).

•

Self-consequating: Self-administered gratification for achieving a certain goal
(Schwinger, Steinmayr, & Spinath, 2012).

•

Proximal goal setting: Dividing learning materials into small and manageable
pieces to experience success more quickly and frequently (Schwinger, Steinmayr,
& Spinath, 2012).
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Summary
In this chapter, I defined the characteristics of nontraditional adult community college
students, described how their needs differ from traditional aged college students, and outlined
some of the life inflicted and technological challenges they face. I have described the structures,
benefits, and challenges of both online and blended course modalities provided to adult learners
by higher educational institutions. I have outlined the problem, provided the purpose of the
study, stated my exploratory research questions, described the research design, detailed the
significance of the study with both practical and the theoretical implications, identified
limitations of the study and defined some key terms.
In Chapter Three, I reviewed and synthesized the literature on nontraditional community
college student issues, adult learning experience, and the theoretical frameworks I utilized to
construct meaning from collected data and inform this study.
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CHAPTER III: LITERATURE REVIEW
This review of literature contains relevant information to this exploratory case study. To
provide context, I first present a review of the history and demographics of the community
college. Then, I identify adult learner characteristics and describe the specific needs of
nontraditional community college students. Next, I define students’ learning experience and offer
evidence about why instructional designers might consider Andragogical Learning Theory,
motivational regulation, and motivational design model frameworks to develop blended learning
courses that best meet the needs of nontraditional, adult community college students.
This section provides information about traditional and current course modality offerings
in higher education, specifically focused on the undergraduate community college level. I also
highlight the history of instructional design and explain several different design models. The
final component of this synthesized literature review presents the results of nontraditional
students’ motivational regulation strategy research and reactions to offered course modalities.
History of the American Community College
“Community colleges express a distinctly American and democratic impulse” (Mellow
& Heelan, 2015, p. 2) and have played a vital role in higher education since the early 1900’s. In
order to service both the individual and society, the community college possesses characteristics
from the high school, private junior institutions, and the four year academic institutions
(Vaughan, 1985). Mellow and Heelan (2015) argue this integrated system of scholastic offerings
enable students to easily progress from basic skills, to job readiness, to entry-level employment,
to advanced academic degrees. Defined by Cohen, Brawer and Kisker (2014) as “any regionally
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accredited institution that offers either the associate of art or the associate of science as its
highest degree” community colleges currently serve almost 50% of all United States
undergraduates (American Association of Community Colleges [AACC], (2016). Throughout
the decades, many milestone events have supported the growth and development of the
community college we have today.
In The Morrill Act of 1862 each state was awarded large tracks of land. The states were
to sell those tracks of land and use the proceeds to build public colleges. The land grant colleges
were the first to concentrate on “practical” vs. the “liberal” education. Focused on agriculture
and mechanical arts, these colleges also asked the questions of who should and could attend as
well as what programs should be included in higher education offerings. Similarly, in The
Morrill Act of 1890, states were granted large sums of money with the requirement of proving
that race was not a factor in student admissions, or the funds could be used to build separate
institutions specifically for persons of color. These two acts were foundational to the growth and
development of the community college and the philosophical principles providing affordable
higher education for all. They still remain foundational in our current day community college
system (Vaughan, 1985).
In 1920 the American Association of Junior Colleges was formed. The mission of this
organization was to provide guidance and leadership to the growing number of the two-year
institutions. In 1930, they published their first journal and it is still published today – The
Community College Journal. Currently named the American Association of Community
Colleges, this organization is still focused on gaining national recognition for community
colleges and continues to provide them with leadership and guidance (Vaughan, 1985).
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The passing of the GI Bill in 1944, set a federal precedent that access to higher education
should not be based on financial need. This bill allowed millions of Americans to overcome the
barriers of attending college and it also had a huge impact on community college enrollment,
diversity of student populations, program offerings, and the mission of the community college
(Vaughan, 1985).
In 1947, the Presidential Commission of Higher Education for American Democracy,
also known as the Truman Commission, stated that “most young people could benefit from at
least two more years of formal education up to grade 14” (Cohen, Brawer, & Kisker, 2014) and
developed a national network of community colleges. Participating institutions offered (1) free
tuition to students, (2) continuing education for adults, (3) courses on civic responsibility and (4)
both academic and technical education programs.
These two bills, combined with Bogue’s publication of The Community College in 1950,
set precedent for what our community colleges stand for and deliver today. Affordable higher
education that is accessible and relevant to adult learners and the communities in which they live
(Vaughan, 1985). In 1950, Bogue stated, “We will teach anyone, anywhere, anything, at any
time as long as there is enough student interest to justify offering the course” (as quoted in
Cohen, Brewer & Kisker, 2014). This is still somewhat true of the community college today.
In 1960, the Kellogg Foundation, funded the American Junior College Leadership
program. This program was aimed at developing leaders focused and committed to building and
growing the two-year, community college institutions. Hundreds of participants graduated from
this program and many went on to become deans and presidents of community colleges
(Vaughan, 1985).
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The passing of the Higher Education Act in 1965 and the amendment in 1972 enabled
almost every American, who wanted it, to have access to a higher education through a voucher
program. That program, known today as the Pell Grant, along with the Work Study Program and
Federal Loan programs have enabled community colleges to service millions of students who
may not have otherwise attended and received a higher education (Vaughan, 1985).
Today, there are approximately 982 public community colleges located within
commuting distance of 90 percent of the United States population. These institutions, focused on
multiple constituencies and educating a larger number of students, have truly become “colleges
of and for their community” (AACC, 2017; Mellow & Heelan, 2015, p. 5).
Student Population and Demographics
Cohen, Brawer, and Kisker (2014) use two words to describe the population of the
community college – numbers and diversity. The number of students who have attended a
community college has steadily risen over the decades. In 1970, a little more than 2 million
attended. In 1990, it rose to a little over 5 million and in the year 2010 community college
attendance had risen to approximately 7.7 million students (NCES, 303.70). Today, community
colleges serve over 50% of all the undergraduate students in the United States. There are several
reasons for this growth explosion including (1) population expansion, (2) the increase of
financial aid for students, (3) older students participating in continuing education (4) the ability
of the community college to offer a flexible and varied curriculum, (5) an increase in the
enrollment of both women and minorities and (6) the offering of remedial classes (Cohen,
Brawer & Kisker, 2014).
As with many large organizations, diversity is common within the community college
student population. The AACC (2017) reports approximately 48% of community college
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students are white, 23% are Hispanic, 13% are Black, 6% are Asian/Pacific ethnicity and 10%
identify as other. Women make up 56% of the community college population and 36% of
enrolled students are first generation college attendees.
Benefits and Challenges
The diverse population of the community college proposes both benefits and challenges
to the institutions that serve them. Some benefits include easy access to enrollment, the
flexibility to offer a variety of academic and technical curriculum choices, the colleges are often
community-based so commuting is easy for administrators, faculty and students. Community
colleges can develop close community partnerships, devote resources to social issues and work
together with surrounding areas or organizations to provide local community services (Cohen,
Brawer & Kisker, 2014).
The community college also faces several challenges in serving such a large, diverse
population. One challenge is the open access policy. Although they aim to serve all students
often the open access policy allows students to come and go as they please. This makes it
difficult to track attendance, drop-out rates, and transfers.
A second challenge is funding. Recent budget cuts in public funding, trends in student
aid, and the introduction of for-profit colleges as aid recipients all contribute to the erosion of
community college affordability (Mellow & Heelan, 2015). Community colleges cannot “teach
anyone, anything, anywhere” (as quoted in Cohen, Brewer, & Kisker, 2014) if there is no money
to do so.
Finally, students’ preparedness is a considerable challenge for the community colleges of
today. Students often come with less than adequate reading and math skills and have difficulty
meeting the academic levels required to master the subject area content. Mellow and Heelan
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(2015) report 70% of community college students take at least one remedial course before they
can begin their intended program of study. This is difficult for both instructors and for students.
It can decrease motivation, increase drop-out rates, and has been identified as a significant factor
of degree non-completion (Vaughan, 1985; Cohen, Brawer & Kisker, 2014; AACC, 2016).
Nontraditional Students
The National Center for Educational Statistics (2015) has identified nontraditional
students as being over the age of 24 and usually having at least one, or more, of the following
characteristics:
•

Delayed enrollment into postsecondary education

•

Attended part-time

•

Financially independent for financial aid purposes

•

Employed full time while enrolled

•

Have one or more dependents

•

A single parent or caregiver

•

Not having a standard high school diploma

Today, the average age of a community college student is 28 years old with only 51%
being under the age of 21, 39% being between the ages of 22-39, and 10% being over the age of
40. As of 2012, 22% of community college students worked full-time and also attended classes
full-time. Forty-one percent of community college students worked full-time and were enrolled
as part-time students. Seventeen percent of community college students were reported as being
single parents and 78% received some type of student financial aid (AACC, 2017).
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Nontraditional Student Needs
Nontraditional community college students have both socioeconomic and cultural
challenges that can affect their college experiences. As they attempt to manage many different
life roles, achievement of their educational goals is often difficult. Unlike traditional students,
enrolled in four-year institutions and who are often concerned with classes or social events,
nontraditional students struggle with job responsibilities, commuting difficulties, and family
obligations (Cohen, Brawer, & Kisker, 2014). These added challenges are barriers to their
educational learning and are most often the reasons given by community college students who do
not complete their degree (Cohen, Brawer, & Kisker, 2014).
Many community colleges have initiated programs to assist nontraditional students with
these challenges. However, in order for nontraditional students to overcome educational barriers
community colleges must be willing and able to “provide education and services in ways that
better fit into their student’s lives” (Cohen, Brawer, & Kisker, 2014, p. 54). The community
college must understand nontraditional adult learners’ goals, motivational regulation strategies,
and reactions to course design if they want to successfully fulfill their mission of providing
higher educational learning to all those who desire it (Cohen, Brawer, & Kisker, 2014).
Learning Experience
As part of President Obama’s “Restore America’s Leadership in Higher Education”
campaign, community colleges continue to seek ways to enhance students’ learning experience
and increase graduation completion rates (Poon, 2013). There are many factors that make-up
and contribute to a students’ learning experience. Some include achieved learning quality,
course material presentation, and the type of pedagogical strategies used within the learning
environment (Entwistle, McCune, & Hounsell, 2002). In their seminal work, Seven Principles
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for Good Practice in Undergraduate Education, Chickering and Gamson (1987) emphasized the
importance of learning environments that encourage student and faculty contact, cooperation
among peers, active learning, and respect for diverse talents and ways of learning to ensure
successful student learning experiences.
Other researchers view learning as a continuous process grounded in experience (Park
2015). Garrison and Vaughan (2008), define an educational experience as “the transaction
between teacher as pedagogue and subject expert and the engaged community of learners” (p.
30). Bonk and Graham (2004) argue “the perceived quality of a learning experience is directly
proportional to and positively correlated with the degree to which that experience is seen as
interactive” (p. 45). From the learners’ viewpoints, learning experience is also defined as
accumulated completion of learning tasks built up from the previous learning tasks (Park, 2017).
Blended learning, the combination of the best of both face-to-face and online learning,
encompasses all of the factors and conditions that make up learning experience. The mixed
methods of delivery complement one another and support students’ learning (Singh, 2002).
Research shows blended learning motivates students through offering the flexibility to work on
their own time and the ability to work at their own pace (O’Flaherty & Phillips, 2015; Owston et
al., 2013). It also allows students to interact with the instructor when extra support or further
explanation is needed. It offers student-centered instruction and encourages students to become
active and interactive learners. Blended learning promotes student satisfaction, offers student
autonomy, engages students in reflection, and provides them control over their own learning
(Poon, 2013; Owston et al., 2013; Yoo & Huang, 2013).
Research supports a blended environment for effective student learning experiences. In
their empirical study, Deslauriers and Wieman (2011) examined retention and understanding of

35
quantum mechanics conceptual concepts in two cohort sections of an Introduction to Modern
Physics course taught using two different pedagogical approaches. The first section was taught
using traditional face-to-face lecture style pedagogy. The second section used a flipped pedagogy
with assigned pre-class readings and interactive in class activities such as whole group
discussions, small group collaborative concept mapping and worksheet assignments, and
continuous formative feedback. The performance of students enrolled in the flipped section of
the course was compared with that of students enrolled in the traditional lecture format from the
previous year. Deslauries and Wieman’s (2011) study results “demonstrate the mastery of basic
concepts of quantum mechanics is affected by the pedagogy [flipped classroom] used” (p. 4-5).
The study concluded that students enrolled in the flipped classroom, where they actively engaged
in classroom learning, were able to collaborate with others, and were provided with ongoing
formative assessment, strongly retained the physics concepts far better than those students who
only received the traditional lecture style instruction.
In another research study, Owston, York, and Murtha (2013) examined the relationship
between student perceptions and their achievement in blended learning courses. Study
participants showed a greater satisfaction with learning in the blended course format than in the
traditional course modality. High achieving students reported being very satisfied with blended
learning format, perceived it as convenient, felt more engaged and believed their understanding
of course concepts had improved. However, lower achieving students were less satisfied, did not
always use the flexibility of time appropriately, and did not feel as engaged in learning as their
higher achieving classmates. The results of this research can be used to inform the design of
flipped learning experiences that best address the needs of nontraditional community college
students.
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In a third empirical study, Wilson (2013) describes the structural changes made to her
traditional lecture style statistics course to create a more meaningful student learning experience.
The aim of the study was to increase student interest, engagement, and retention of knowledge
through implementing a flipped design that included a decrease in lecture during F2F sessions,
required quizzes of reading materials before coming to class, utilization of video to provide more
in-depth content outside of the classroom, group learning assignments focused on real world
statistics applications and the implementation of additional interactive problems in the F2F
classroom. The study compared two sections of the statistics course – one taught using a
traditional lecture pedagogy and the other using the redesigned flipped modality. The study
indicated the overall quality of the course was improved through the implementation of the
flipped pedagogy and students performed better in the flipped section by demonstrating
enhanced statistics knowledge compared to their peers in the traditional lecture statistics course
format. Wilson (2013) argues that removing the ‘‘transmission of knowledge’’ component
enabled students to ‘‘do statistics’’ and receive immediate feedback on their learning. This
enhances their learning of the material and decreases their anxiety, as they are able to utilize
available resources when needed. A flipped classroom model improves attitudes and increases
motivation by providing a more ‘‘significant learning experience for students” (Wilson, 2013, p.
197).
For this study, learning experience is defined as the motivational process through which
nontraditional community college students set purposeful goals, manage motivational regulation,
and react to the ARCS model of motivational course design. Figure 1 is a conceptual model of
the learning experience definition used in this current study.
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Figure 1. Learning Experience Conceptual Model
This figure illustrates the definition of learning experience for this mixed methods study, Exploring
Nontraditional Community College Students’ Motivational Regulation in a Blended Technology
Course
Theoretical Frameworks
Merriam (2007) suggests there is a strong connection between perceived learning and life
experiences for adult learners. She argues that “experience is integral to learning” (Merriam
2007, p. 144). In an attempt to design effective academic courses for nontraditional adult learners
it is imperative to know, understand, and utilize andragogical practices and principles. This
review of literature section examines Andragogical Learning Theory by Knowles and colleagues
(2005) and explores motivation, motivational regulation, and motivational course design (Keller,
2010; Schwinger, Steinmayr & Spinath, 2009; Wolters, 1998, 1999, 2003; Wolters & Benzon,
2013; Wolters & Mueller, 2010).
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Andragogical Learning Theory
Andragogical Learning Theory (Knowles, Holton, & Swanson, 2015) is a set of six core
principles instructional designers must be aware of and consider when creating courses for adult
community college learners. These principles include:
•

The Need to Know: adult learners have a need to know why they must learn new
content and/or material. In knowing this information, they make a conscience
decision about the consequences of either learning or not learning the new
information (Knowles, Holton, & Swanson, 2015).

•

The Learner’s Self-Concept: adult learners need to be seen as being in control of
their learning. They need to have the appearance of being able to be self-directed and
must be able to choose the learning they will engage in (Knowles, Holton, &
Swanson, 2015).

•

The Role of the Learner’s Experience: adult learners come to the classroom or
blended learning course with a great deal of experience. Sometimes, more than the
instructor and must be made to feel like that experience is not only valued but
necessary in their contributions to the course and or learning (Knowles, Holton, &
Swanson, 2015).

•

Readiness to Learn: adult learners learn what they need to know when they need to
know it. They will seek out the information they know they need within their current
situation. For example, a woman who is pregnant and going to have a baby may
begin reading books or watching videos on how to eat or take care of herself while in
this state. Before she was pregnant, there was no need for this particular knowledge
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and therefore, she had probably never sought it out. Now that she needs it, she will
find it (Knowles, Holton, & Swanson, 2015).
•

Orientation to Learning: adult learners do better learning new material when it is
associated with a real-world task. For instance, if an adult wants to learn to use a
word processing software program, they would most likely prefer that it be taught in a
way that is relevant to something they can really use – such as building a resume or
creating a business flyer that is beneficial to something they can and/or will do
(Knowles, Holton, & Swanson, 2015).

•

Motivation: adult learners have both intrinsic and extrinsic learning motivations. If
they think learning a new skill will improve their quality of life, help them get a
promotion or perhaps a raise, it motivates them to engage in learning what is
necessary to meet their goals (Knowles, Holton, & Swanson, 2015).

Nontraditional students have unique characteristics and learning needs (Yoo & Huang,
2013). As community colleges and higher education institutions continue to offer online and
blended courses, these six core andragogical principles, as well as, several other student learning
processes, might be considered to ensure adult learner success. Motivation and motivational
regulation are two such interrelated yet conceptually distinguishable processes (Wolters &
Mueller, 2010).
Motivation
Student motivation for academic tasks is consistently linked with learning outcomes such
as persistence, retention, cognitive learning strategies, engagement, and achievement (Clayton,
Blumberg and Auld, 2010; Park & Yun, 2017, 2018; Quiggins, Ulmer, Hainline, Burris, Ritz and
Dusen, 2016; Sansone & Thoman, 2005; Wolters & Mueller, 2010). Motivation is a key factor
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that affects learners’ performance and academic motivation evolves with commitment to
individual study goals (Azaiza, 2011). Azaiza (2011) argues motivated students work diligently
to achieve their goals, prepare for class, and turn in required assignments on time. Unfortunately,
many academic tasks include repeated decontextualized skill practice, are cognitively
challenging, lack relevance and take place in classroom environments where multiple activities,
loud noise levels, and distractions often occur (Wolters & Mueller, 2010). These obstacles can
make it difficult for even the most enthusiastic and adaptive students to maintain motivation and
complete academic tasks (Wolters & Mueller, 2010).
Motivational regulation is a critical aspect of self-regulation (Park and Yun, 2017). Selfregulation emphasizes one’s ability to utilize cognitive and metacognitive strategies to alter their
behavior to determine, monitor, evaluate and achieve defined goals (Baumeister & Vohs, 2007;
Ertmer, Newby & MacDougall, 1996; Park & Yun, 2017). Motivation, a willingness to engage in
and commit effort to task completion, is a positive and necessary ingredient for effective selfregulation and is often linked to successful student learning (Baumeister & Vohs, 2007; Clayton,
Blumberg, & Auld, 2010; Ertmer, Newby, & MacDougall, 1996; Wolters, 1998). Motivational
regulation is one approach used to support students’ efforts to overcome learning distractions or
obstacles, sustain or increase their own learning motivation, and execute both cognitive and
metacognitive skills (Park & Yun, 2017; Wolters & Mueller, 2010). Motivational regulation is
defined as conscious control over one’s own motivation to purposefully sustain or improve effort
and persistence for completing academic tasks (Schwinger & Otterpohl, 2017; Wolters &
Benzon, 2013)
Schwinger and Stiensmeier-Pelster (2012), argue there are three key components to the
self-regulation of motivation. The first, a student’s timely perception of low motivation
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(Wolters, 2003), triggers an awareness for an increase in effort or persistence (Schwinger &
Stiensmeier-Pelster, 2012). Wolters and Benzon (2013) refer to this first step as “knowledge of
motivation” (p. 200) and argue it reflects a students’ meta-level knowledge about motivation and
includes students’ understanding or beliefs about interesting, enjoyable, or intrinsically
motivating topics or tasks (Cooper & Corpus, 2009; Wolters, 2003; Wolters & Benzon, 2013).
The knowledge of motivation includes the declarative, procedural, and conditional knowledge
students require to effectively execute motivational regulation strategies (Wolters & Benzon,
2013).
The second step in monitoring motivational regulation is the students’ determination of
whether or not to utilize effort to complete an assigned task or accomplish set goals (Schwinger
& Stiensmeier-Pelster, 2012). For example, this can include chunking a long-term goal, such as
earning an A.A degree, into shorter-term goals, such as obtaining high grades in each course of
the degree program.
In the final step of motivational regulation, students identify the motivational problem(s)
and select the motivational regulation strategy, or strategies, they will execute to complete
targeted learning tasks (Schwinger & Stiensmeier-Pelster, 2012; Wolters & Benzon, 2013). The
completion of these three steps are necessary for students to maintain effective and continuous
motivational self-regulation (Wolters & Benzon, 2013).
Motivational Regulation Strategies
In his seminal work, Self-Regulated learning and College Student’s Regulation of
Motivation, Wolters (1998) identified five different strategies students’ actively use to monitor
and control their motivational engagement for completing academic tasks. Schwinger et al.
(2009) built upon and extended Wolters’ (1998) work to distinguish eight motivational
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regulation strategies. Schwinger and Otterpohl (2017) later categorized the MRSs into two
groups – (1) interest-enhancement strategies and (2) goal-based strategies – to help better
understand and determine similarities and differences between them as shown in Table 1:

Table 1: Motivational regulation strategies and descriptions (Schwinger, Steinmayr, & Spinath,
2012).
Type of MRS

Description

Interest-Enhancement strategies
1. Enhancement of Situational
Interest

Turning a relatively tedious task into a more
fascinating one through imaginative modification

2. Enhancement of Personal
Significance
3. Self-Consequating

Establishing a connection between the task and one’s
own personal interests and preferences.
Self-administered gratification for achieving a certain
goal.

Goal-Based Strategies
4. Proximal Goal Setting

5. Mastery Self-Talk
6. Performance Approach
Self-Talk
7. Performance-Avoidance
Self-Talk
8. Environmental Control

Dividing learning materials into small and
manageable pieces to experience success more
quickly and frequently.
Highlighting the goal to enlarge one’s competence
and master challenging tasks.
Earning a higher exam grade then one’s classmates.
Avoiding others who make fun of one’s poor
performance.
Intentionally eliminating possible distractions.

Motivational Regulation and Moderation Factors
In order to sustain motivation throughout academic tasks, students can and do implement
motivational regulation strategies in different ways (Schwinger & Stiensmeier-Pelster, 2012).
Researchers agree the moderation of both contextual and individual factors affect how often and
how effectively motivational strategies are implemented by students in order to complete
targeted learning tasks (Pintrich, 2004; Schwinger & Stiensmeier-Pelster, 2012; Wolters, 2003)
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(Figure 2). Contextual factors include task characteristics and educational settings such as home,
school, etc. Individual factors include distinct student attributes such as prior knowledge,
intelligence, motivational dispositions (interest, goal orientations, self-concept),
conscientiousness, self-esteem, etc.
Several studies have investigated how contextual factors influence students’ perceptions
of motivational problems and their use of motivational regulation strategies for maintaining or
enhancing learning efforts. Research by Schwinger et al. (2009) found students who have the
individual factor of higher cognitive ability gained more than their less intelligent classmates
when they used certain motivational strategies. A study by Haag and Götz (2012) discovered
students identified reasons for motivational problems when they perceived the characteristics of
an academic subject area (mathematics vs. language) to be more difficult or require more effort.
The contextual factor of subject area influenced student decisions to choose certain motivational
regulation strategies (as cited in Schwinger & Stiensmeier-Pelster, 2012).
Research by Schwinger and Otterpohl (2017) investigated how individual factors also
influence motivational self-regulation. On the assumption that “students’ use of motivational
regulation strategies remains rooted in their motivational beliefs and attitudes” (Wolters &
Benzon, 2013, p.216), Schwinger and Otterpohl (2017) conducted two studies with university
students and one study with 12th grade high school students to assess potential moderators for
interest enhancement and goal-based motivational strategies. A dispositional interest moderator
was analyzed for effectiveness of interest-enhancement strategies while conscientiousness and
achievement goal orientations moderated the effectiveness of goal-based strategies.
In the first study, Schwinger and Otterpohl (2017) assessed the relative importance of the
eight motivational strategies as predictors to students’ self-reported effort. Results of the study
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were consistent with previous findings (Schwinger et al., 2009). Data analysis showed all
motivational strategies were positively related to students’ effort expenditure with performanceapproach self-talk and self-consequating used most frequently and enhancement of situational
interest used least often by university students. Results also showed gender had a moderating
effect on mastery self-talk – significantly higher for males than for females and performanceavoidance self-talk – slightly higher for females than for males.
The second study conducted by Schwinger and Otterpohl (2017) used a longitudinal
design with repeated measurement of effort expenditure as a dependent variable and aimed to
replicate as well as extend the first research study. Conscientiousness as a moderator of
motivational regulation strategies was also examined. Results of the study indicated similar
outcomes as the first study with performance-approach self-talk and self-consequating showing
to be the most frequently used motivational strategies. Correlations between motivational
regulation strategies and students’ effort were also similar to the first study with mastery self-talk
and proximal goal setting being the most powerful predictors. In this second study,
conscientiousness was a significant moderator of importance of proximal goal setting – a
strategy found to be more effective with less conscientious students. Gender was not found to
moderate effectiveness of MRS and conscientiousness was a significant moderator of importance
of proximal goal setting.
Based on the work of Wolters et al. (2000, 2013), which reported the use of motivation
regulation strategies were connected to students’ motivational beliefs and attitudes, Schwinger &
Otterpohl (2017) extended their research by analyzing dispositional interest and achievement
goal orientations as moderators. The findings revealed a consistency across the three studies. It
showed performance- approach self-talk and self-consequating used most often, a similar pattern

45
of the eight motivational strategies being intertwined, and all eight MRSs positively related to
students’ current effort. The relative weights analysis also showed consistent patterns across all
three studies where mastery self-talk, proximal-goal setting, and performance-approach self-talk
explained most of the motivational regulation outcomes.

Figure 2. Motivational regulation model (Schwinger & Stiensmeier-Pelster, 2012).

Motivational Regulation and Student Goals
Research conducted by Schwinger and Otterpohl (2017) indicated that students who
utilized goal–based strategies were effective in regulating their motivation. Several studies have
reported adaptive motivational orientations, such as mastery self-talk and performance-approach
self-talk, are related to successful student educational developments such as greater interest,
better performance and adaptive failure attribution patterns (Hulleman, Durik, Schweigert &
Harackiewicz, 2008; Vansteenkiste et al., 2010). Pursuance of such outcomes provide powerful
energy and positive direction for students (Elliot, 1999; Schwinger & Otterpohl, 2017).
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Therefore, Schwinger and Otterpohl (2017) argue the recall and remembrance of students’ set
goals can rekindle their powerful and energetic influence which would then be applied to their
current academic learning. Although the design of their study did not allow for the testing of this
hypothesis, Schwinger and Otterpohl (2017) interpret the consistent high relative weights for
goal-related motivational strategies as “equal motivational energy in each stage of recall, thus of
regulating motivation” (p.130). However, further study is needed to confirm this explanation.
Motivational Regulation and Achievement
Research shows that when faced with learning barriers, students who use certain
motivational regulation strategies exert more effort toward academic tasks (Schwinger,
Steinmayr & Spinath, 2009; Wolters & Benzon, 2013). Motivational regulation strategies aim to
optimize and are “positively linked to indicators of students’ learning motivational effort and
persistence” (Schwinger & Otterpohl, 2017, p. 124) but “substantive direct effects of
motivational strategies on achievement are not to be expected” (Schwinger & Otterpohl, 2017, p.
123).
A study conducted by Schwinger et al. (2009) included a sample of 231 participants who
completed a questionnaire assessing demographic, cognitive and motivational variables. Path
analysis was used to identify correlations between motivational regulation strategies and effort
management. The study concluded that motivational regulation strategies did not lead to better
achievement or directly relate significantly to a higher grade point average (GPA). However,
only 6 of the 8 MRSs correlated with higher student effort management, which was related to
higher achievement (p. 624-625). Two interest enhancement strategies, enhancement of personal
significance and self-consequenting, were not significantly related to effort management.
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Consistent with previous study findings, enhancement of situational interest showed a negative
relation to GPA (Schwinger et al., 2007).
ARCS Motivational Design Model
The ability to be and remain motivated throughout learning is a key component for
students’ success in online and blended learning environments (Azaiza, 2011; Colakoglu &
Akdemir; 2010; Keller, 2010; Nguyen, 2015). Motivational design, developed by John Keller
(2010), is a process educators and course creators can integrate into the instructional design and
development of content delivered in both modalities. Motivational design is defined as a
systematic process of arranging resources and procedures to bring about changes in motivation
and it focuses on making instruction not only efficient and effective but appealing so learners
remain encouraged to achieve their learning goals (Azaiza, 2011; Keller, 2010).
ARCS
Keller’s (2010) motivational design model, known as ARCS, is broken down into four
categories of human learning motivation: Attention, Relevance, Confidence and Satisfaction as
shown in Table 2. In the ARCS model of motivational design Attention uses cues and prompts to
stimulate and sustain learner curiosity and interest related to learning objectives (Keller, 2010).
Keller (2010) divides Attention into three categories: perceptual arousal, inquiry arousal, and
variability. Perceptual arousal and inquiry arousal aim to gain attention through a change in the
learning environment or by creating a problem situation which requires the seeking of
knowledge to be resolved (Keller, 2010). Variability aims to sustain student’s attention by
changing formatted learning activities or approaches (Keller, 2010).
Adult learners need to know why they must learn new content and/or material to make a
conscience decision about the consequences of either learning or not learning new information
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(Knowles, Holton, & Swanson, 2015). In the ARCS model, Relevance refers to peoples’
perceptions of whether or not the materials meet and satisfy their personal needs or learning
goals (Keller, 2010). Keller (2010) argues it is vital to connect subject matter and learner needs
via three subcategories of relevance: goal orientation, motive matching, and familiarity. One of
the strategies to improve relevance is to use authentic job-related examples and assignments so
students understand how concepts and skills are connected to what they are expected to learn. In
order to provide a learning environment where each student can be successful, an instructor, or
designer, might consider students’ personal motive structures and match them to different types
of learning opportunities. This includes providing independent activities that appeal to students
who have a high need for achievement or collaborative activities for students who prefer noncompetitive situations. Adult learners come to the classroom with a great deal of experience and
need to feel their experience contributes to the course and to their learning (Knowles, Holton, &
Swanson, 2015). To build familiarity, the third subcategory of relevance, an instructor, or
designer, uses concrete examples to make connections between previous learner experiences and
new academic content to engage learners (Keller, 2010).
Once students are interested in, and perceive materials are relevant, they must feel
confident they can accomplish the learning needed to achieve their goals. A successful
experience stimulates motivation by requiring a degree of effort but not so much that it creates
anxiety or threatens failure (Keller, 2010). To help build students’ confidence, instructors or
designers provide clear expectations for success, differentiate instruction and activities based on
student skill levels, and provide learners with as much personal control as possible over their
own learning (Keller, 2010). This fulfills the adult learners need to be in control of their learning
and empowers them to choose the learning they will engage in (Knowles, Holton, & Swanson,
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2015). Keller (2010) also suggests providing continuous formative feedback throughout the
course that emphasizes students’ strengths and also points out specific growth opportunities.
Satisfaction helps students maintain their motivation to learn but can be difficult to
influence (Keller, 2010). Providing specific praise and meaningful opportunities for students to
utilize or display learned knowledge can enhance intrinsic motivation. Extrinsic rewards, such
as certificates, trophies, or degrees can be utilized to increase adult learner satisfaction as they
may serve as a reminder of, or a necessity for, fulfilling job-related requirements. Satisfaction
also requires instructors, or designers, to consider equity. Assessment and grading of activities or
assignments must be fair and align with stated expectations (Milman & Wessmiller, 2016).
Keller (2010) claims “consistent measurement standards for all learners’ tasks and
accomplishments” (p. 189) should be used to build learner perceptions of fair treatment.

Table 2. ARCS Model Categories and Definitions
Categories

Definitions

Attention

Capturing the interest of learners; stimulating the curiosity to learn.

Relevance

Meeting the personal needs/goals of the learner to effect a positive attitude

Confidence

Helping the learners believe/feel that they will succeed and control their success

Satisfaction

Reinforcing accomplishment with rewards (internal and external)

Motivational Design Process
Keller (2010) separated the motivational design process into four phases –Analysis,
Design, Develop, and Pilot – and it consists of 10 steps developed to improve the motivational
appeal of an online or blended course. Phase 1: Analysis, focuses on gathering important design
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information and consists of five steps. Step 1: Obtain Course Information and Step 2: Obtain
Audience Information, focus on the compilation of instructional goals, content, delivery system
capabilities, instructor profile and audience skill levels, abilities, and attitudes toward the course.
Step 3: Analyze Audience, is vital as it aims to prepare learners’ motivational profiles and
identify modifiable influences. In this step designers attempt to correctly identify what
motivational problems may occur and how to provide motivational enhancements for learners’
success throughout the course. In Step 4: Analyze Existing Materials, the designer determines
whether or not the instructional materials and environment have appropriate motivational
characteristics. Step 5: List Objectives and Assessments, is made up of the direct outputs from
Steps 3 and 4. In this step, motivational design goals and learner behaviors are listed.
The Design phase of Keller’s (2010) motivational design model involves the
enhancement of instructional content or learning environment and is focused on how to create
motivational experiences to fulfill the identified requirements of the analysis phase. The Design
phase consists of three steps. In Step 6: List Potential Tactics, designers brainstorm possible
solutions to assist students in accomplishing motivational objectives. In Step 7: Select and/or
Design Tactics, the most acceptable solutions for the audience, instructor and setting are
determined and chosen. In the final step of the design phase, Step 8: Integrate with Instruction,
the designer determines how to best combine instructional and motivational materials.
The third phase of Keller’s (2010) motivational design model – Develop, consists of one
step. Step 9: Select and Develop Materials. In this step, designers acquire or create
motivational materials to meet determined objectives. Finally, in Pilot, the final phase of
Keller’s (2010) motivational design model, the motivational materials are implemented in a test
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course offering and a formative evaluation is conducted to determine expected and unexpected
motivational effects of the course.
Effectiveness of the ARCS model has been investigated in several learning environments.
Song and Keller (2001) conducted research to measure motivation, effectiveness, continuing
motivation, and efficiency of adaptive computer-assisted instruction (CAI) developed using the
ARCS motivational design principles. In the study, fifty-nine tenth-graders completed three
types of CAIs – motivationally saturated, adaptive and minimized. Analysis of variance
(ANOVA) was used to test for differences in motivation and continuing motivation among the
students. Multivariate analysis of variance (MANOVA) and univariate analyses was used to test
for differences in attention, relevance, confidence and satisfaction. The researchers used analysis
of covariance (ANCOVA) to control for effects of prior science achievement. ANOVA and
MANOVA were followed by Fisher’s least significant difference (LSD). For all statistical tests,
Alpha was set at .05.
The study results indicated the motivationally adaptive CAI was more effective for the
enhancement of overall motivation and attention. Students in the motivationally adaptive CAI
obtained higher scores than those in the motivational saturated CAI for relevance, confidence
and satisfaction. However, for relevance these students did not score higher than those in the
motivationally minimized version of the CIA and no significant difference for confidence and
satisfaction was found among the three CAI types. Data indicated there was a significant
correlation between motivation and efficiency and supported the use of adaptive motivational
strategies in CAI.
A study by Chang, Liu, Sung, Lin, Chen and Cheng (2014) used the ARCS model in an
online asynchronous college course to investigate how Internet self-efficacy effects learning
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performance and helps students transform motivation into learning action. Their study results
offer further support for the effectiveness of the ARCS model in regard to measuring student
motivational components in learning environments. In this study, 80 college students were
classified into high and low self-efficacy groups. Internet self-efficacy was an independent
variable and learning motivation, as measured by the ARCS model, was the dependent variable.
Significant differences between the confidence and relevance was reported. Results indicated
students with higher self-efficacy had more confidence and saw the course as more relevant than
the students with lower self-efficacy.
Colakoglu and Akdemir (2010) explored whether or not blended courses based on the
ARCS motivational model provided different learner experiences than those developed using
traditional blended instructional design procedures. Two six week sections, each with 25
students, of an undergraduate technology course were used to examine motivational learning.
One section, the experimental group, received instruction modules based on the ARCS design
model. The second section, the control group, received instruction that did not include any
ARCS motivational design strategies. The results showed that the modules designed using the
ARCS model required more students’ attention and their responses for relevance increased
throughout the course. Students’ confidence responses steadily increased throughout the course.
Satisfaction dipped slightly from initial responses in both the second and last week of the course.
However, the control group students’ evaluative responses about the traditional instructional
design dramatically continued to decrease throughout the course for attention, relevance,
confidence and satisfaction.
The study by Colakoglu and Akdemir (2010) concluded that blended course modules
developed using ARCS strategies significantly increased motivational learning characteristics -
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attention, relevance, confidence, and satisfaction. Keller (2010) claims the incorporation of
motivational strategies into instructional design is critical in helping students achieve their
learning goals and should be included in learning environments.
Course Delivery in Higher Education
This review of literature section will explore current research on course delivery in higher
education, a blended modality methodology with a flipped learning course design (FLN, 2014;
Garrison & Vaughan, 2008; Horn & Staker, 2015), the history of instructional design (Molenda,
2008) and the rationale used to develop the blended CGS 1000: Introduction to Computers and
Technology course.
Traditional Face-to-Face Course Delivery
Traditional, face-to-face (F2F), classrooms most often utilize an instructor-led, lecturebased approach where students passively receive information, take copious notes, and participate
by individually answering questions to achieve teacher defined learning objectives. The
instructor usually chooses student learning materials, develops assignments and controls how,
when and what activities students will complete in order to demonstrate the preset learning
outcomes. In this type of academic environment, technology use is often limited, used to provide
direct instruction with skill and drill technique or not used at all.
The traditional, F2F, classroom has several major restrictions such as limited one-to-one
teacher-student interaction, delayed feedback, and strictly controlled use of materials by the
instructor (Vernadakis, Giannousi, Derri, Michalopoulos & Kioumourtzoglou, 2012). The F2F
classroom is closely based on behaviorists’ learning theories in which learning is strictly equated
with an observable performance of students. Behaviorism, most developed by B. F. Skinner,
argues that learning is accomplished when a correct response follows a specific environmental
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stimulus. Reinforcement or rewarding of correct responses will most likely cause them to reoccur
(Merriam, 2007). In behaviorist learning theory students’ knowledge structure or mental
processes are not considered and learners are characterized as being reactive to environmental
conditions rather than active participants in environmental discovery (Etmer & Newby, 2013).
Students’ course modality preferences vary. Some students prefer F2F learning while
others select online or blended learning (Castle & McGuire, 2010). Students enrolled in only
F2F courses usually prefer instructor-led tutorials rather than lectures as they believe the tutorials
strengthen peer learning, better address concerns, and clarify issues (Castle & McGuire, 2010;
Smyth et al., 2012). Owston et al. (2013) found some senior level students find F2F lecture
courses limit engagement with peers and course materials.
Traditional F2F courses are no longer the preferred modality of learning for many
students as they are now, more than ever, expected to actively participate in their own learning of
academic content (Owston, York, and Murtha, 2013; Seaman, Allen, & Seaman, 2018). Seaman,
Allen, and Seaman (2018) reported students studying on campus in traditional F2F courses
dropped by over a million between 2012 and 2016. Student enrollment in distance education
continues to increase with almost 32% of higher education students enrolled in at least one
distance learning course (Seaman, Allen, & Seaman, 2018). As the roles of student and faculty
continue to evolve, institutions of higher education continue to seek new and innovative ways to
better support the busy, culturally diverse, technologically savvy adult learners of today (Brown,
2016; Sorden & Munene, 2013; Vernadakis et al., 2012)
Online Course Delivery
Online learning continues to grow as both students and administrators view it as an
attractive and reliable alternative to face-to-face education (Brady, Holcomb, and Simth, 2010;
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Ryan, Kaufman, Greenhouse, She, & Shi, 2016) Allen & Seaman (2010) reported more than
25% of higher education students take at least one online course in their undergraduate career
and over 20% of higher education institutions report online education as being critical to their
long-term strategic plan.
Online learning in higher education most often refers to courses that are offered 100%
online and with students typically having no face-to-face meetings with the course instructor.
Distance education enrollment has consistently increased over the past fourteen years (Seaman,
Allen & Seaman, 2018). However, higher education institutions have found students are often
not well prepared or equipped for fully online learning and 41% of chief academic officers
reported a greater problem with student retention for online versus face-to-face courses (Allen &
Seaman, 2014; Jaggers, 2014; Johnson, Becker, Cummins, Estrada, Freeman, & Hall, 2016;
Santhanam, Sasidharan, & Webste, 2008). Student retention challenges have led higher
education institutions to significantly increase their blended course offerings, which combine
both online activities and face-to-face instruction (Brown, 2016; Crawford, Barker, & Seyam,
2014).
Blended Course Delivery
The terms blended learning and hybrid learning are often interchangeable with varied
definitions. However, many researchers agree that this type of learning environment combines
both face-to-face, instructor-led learning with independent, student-facilitated learning delivered
through technology tools (Bernard et al., 2009; Garrison & Vaughan, 2008; Poon, 2013; Staker
& Horn, 2015; Vernadakis et al., 2012). Staker and Horn (2015) define blended learning, as “any
formal education program in which a student learns, at least in part, through online learning with
some element of student control over time, place, path and/or pace” (p. 34).
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A blended learning model enables students to control more of their learning time, offers
flexibility in faculty teaching schedules and enables institutions to more effectively use
classroom space (Cavanagh, 2011; Owston, York, & Murtha, 2013). Watson (2008) predicted
blended learning will become more common than both face-to-face and online instruction as it
offers many benefits and few, if any, drawbacks to students, faculty and college institutions.
Blended learning adoption continues to grow in higher education but the research is still nascent
(Bonk & Graham, 2004; Patrick, Kennedy & Powell, 2013; Powell, Watson, Oglesby, Hibbard,
Fetzer, Horn, Staley, Verma, & Patrick, 2015). Powell et al. (2015) argue blended learning will
continue to transform educational arenas as institutions shift their thinking and instruction toward
optimizing and personalizing teaching and learning environments for individual students.
Means, Murphy, and Bakia’s (2013) meta-analysis compared face-to-face, online, and
blended learning formats. It included 50 effect sizes from 45 studies conducted with K-12,
undergraduate, graduate and professional training programs. The mean effect sizes for face-toface vs. online courses showed no significant difference but the mean effect sizes for face-to-face
vs. blended courses was significantly different from zero. Means et al. (2013) concluded that
online and face-to-face instructional approaches lead to similar outcomes while blended methods
of instruction were more effective than purely face-to-face methods.
Other studies found blended courses provide students with direct instructor
communication opportunities, allow them to engage more often with other students, and promote
a learning community outside of the classroom (Castle & McGuire, 2010; Poon; 2012, Smyth, et
al., 2012). Students in blended vs. online courses are more satisfied with faculty access and
interaction, feel better supported, believe they receive knowledge from multiple sources, and
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gain confidence applying that knowledge in practice (Lim et al., 2006; Martinez-Caro &
Campuzano-Bolarin, 2011; Smyth et al., 2012).
In their study on community college student outcomes in face-to-face, online, and
blended learning, Xu and Jaggars (2011) found more online students withdrew or failed than
their peers in face-to-face course settings. In contrast, there was no consistent or significant
differences found between the students in the face-to-face and blended settings. Their findings
suggest blended course formats may present fewer learning barriers than online courses for
community college students (Xu and Jaggars, 2011).
Flipped Classroom Model
The flipped classroom model is a blended learning paradigm recently emerged from the
K-12 educational arena (Ash, 2012). It provides students with content materials, such as video,
text or simulation tutorials they can access online, outside of the classroom and reviewed at their
own pace (O’Flaherty & Phillips, 2015). Flipped learning moves direct instruction from the
group learning space to the individual learning space. The group space is then transformed into
an interactive learning environment where the educator guides students in applying concepts and
engaging with subject matter (FLN, 2014).
Consistent with Adult Learning Theory (ALT), flipped learning empowers students to
own and control their own learning. It also puts the responsibility of learning on the students
while it provides the flexibility of when and where they access academic content, frees up F2F
meeting time for in-depth discussion and encourages critical problem-solving activities
(O’Flaherty & Phillips, 2015).
When developing a blended learning course using a flipped design, a designer or course
instructor may want to consider how, when, and where learning activities will take place – either
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online or face-to-face. Blended learning represents a distinct design methodology that is able to
extend and enhance students’ perceived learning experience (Garrison & Vaughan, 2008).
History of Instructional Design
During World War II, the US Army developed and produced instructional films to fulfill
their need for rapid mass training. This new form of instruction helped established filmic
conventions such as showing tasks from the performer’s viewpoint and using a first-person
narration to model thought processes (Molenda, 2008). This began the audio-visual instruction
period in education and educational television programming spiked in the United States, as well
as, in many other countries (Molenda, 2008). This form of training also led to the development
of instructional learning guidelines in the educational technology field. For the first time,
concepts of a systems approach were created and became a “hallmark of the field” (Molanda,
2008).
The Instructional Design field really began to emerge in the 1960’s when, based on the
systems approach, higher education institutions started using Instructional Systems Development
(ISD). Then, in the 1970’s an instructional development training program, known as the
Instructional Development Institute (IDI), was offered to hundreds of educators across the
United States. The 1980’s brought the ISD movement where many ISD models were developed
for training and educational purposes. Most of the models had the common elements of analyze,
design, develop, implement, and evaluate. During this time, instructional design skills became a
“core competency of the educational technology professional” (Molanda, 2008).
Instructional Design Models
The increase of online and blended learning has led designers to utilize and apply several
process instructional design models when developing eLearning courses. These models provide
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a structure instructional designers and educators can follow when they create learning
experiences, instructional content, and academic or professional training courses. Many
instructional design models have similar phases and principles intended to aid in the presentation
of abstract learning concepts to students. These models also enable students to demonstrate
learning through completion, participation or skill application in real world relevant tasks,
activities and/or discussions. When developing blended learning courses, a designer often
considers how, when, and where these engaging learning activities will take place – either online
or face-to-face. They also consider which, of the many, instructional design models they will use
as a guide in developing the best and most effective learning experiences for their students.
Although there are many instructional design models to choose from, three popular ID models
used by designers in developing blended learning courses are the Successive Approximation
Model (SAM), the ASSURE model, and the ADDIE design process.
Successive Approximation Model (SAM)
The Successive Approximation Model (SAM), created by Allen Interactions, is a process
e-learning instructional design model and has recently become very popular. Often used in large
corporate training firms this model incorporates a collaborative team approach and enables
designers to quickly develop educational materials. It is aimed at performance-driven learning
with designers and project teams repeating small steps through three repetitive iteration phases.
Figure 3 shows the design phases of the SAM development model.
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Figure 3. The SAM e-Learning Development Model (Allen Interactions Inc., n.d).
This figure illustrates the three iterative phases of the SAM e-Learning Development Model.

The first phase of SAM is Preparation. In this phase designers quickly gather
information and background knowledge. The second phase of SAM, Iterative Design, begins
with the Savvy Start, collaborative brainstorming session to establish project foundations and
performance focus. Throughout phase two, team members rotate through three smaller phases:
design, prototype and review. When ready, team members move to phase three, Iterative
Development where they again rotate through three smaller phases: development,
implementation and evaluation. In Iterative Development, the design proof moves through
Alpha and Beta testing before rolling out. In the SAM model of development, designers
continually analyze, evaluate, and make changes on the fly so projects remain within budget and
time delivery constraints. (Allen Interactions, 2016)
ASSURE Model
The ASSURE model, developed by Heinich, Molenda., Russel, Smaldino (2001), is also
a systematic design model widely used by educators and designers in planning blended,
instruction with technology integration and/or delivery modality (figure 4). The acronym
ASSURE represents the six phases of design: analyze learners, state objectives, select media and
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materials, utilize materials, require learner participation, and evaluation/review. This model
assumes technology will be utilized in both planning lessons and in creating content to assist
students in mastering the set learning objectives. It also requires designers to describe in detail
how learners will participate in the activates and how they will demonstrate they have learned
the provided content.

Figure 4. The ASSURE Model
Adapted from Heinich, Molenda., Russel & Smaldino. (2001). Instructional media and
technologies for learning. Upper Saddle River, N.J.: Merrill/Prentice Hall.

Although both of the above models can be used to create engaging blended courses they
have restrictive development flaws for both the designer and the students. The SAM model is a
collaborative model. It requires a project team and the process can be overwhelming for one
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person. The rapid collection of background information can lead to gaps about who the content
is being developed for and what the students’ need in order to learn the required information.
Being performance-based, rather than student-focused, may actually create barriers for both
content development and student learning.
The ASSURE model, although more focused on the student and student needs,
contradicts adult learning principles. It does not allow students to determine how and what they
will learn. It only incorporates a summative evaluation once instruction is fully implemented. It
does not include formative evaluation throughout each of the phases. Therefore, both designers
and instructors do not know what difficulties may occur or what revisions may be necessary until
students have fully completed the process. I chose to utilize the ADDIE design process to
develop a blended course using flipped methodology and andragogy as I felt it was the best
model to guide the design of the course.
ADDIE Design Process
Blended learning represents a distinct design methodology that is able to extend and
enhance student learning experiences (Garrison & Vaughan, 2008). In order to design, develop,
and implement a blended learning course many higher education institutions employ an
instructional design process model. Reiser (2001) states, “Most instructional design models
include design, development, implementation, and evaluation of instructional procedures and
materials” (p. 58). The ADDIE (analysis, design, development, implementation, and evaluation)
model has all of these components. It is a way to standardize design practices and make training
more efficient and effective (Molanda, 2008).
I chose the ADDIE design process because it is learner-centered and can incorporate
formative evaluation after each phase to ensure effective learning takes place (Kulvietiene,
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2006). Empirical literature has many examples of how ADDIE has been utilized as an
instructional design model process for building blended learning. It can be used to guide
community colleges in the development of successful blended learning courses. Nadiyah and
Faaizah (2015) used the ADDIE process to develop an Online Collaborative Project-Based
Learning (OCPBL) model. Shibley, Amaral, Shank & Shibley, (2011) used the process to design
and implement a blended learning undergraduate chemistry course. ADDIE has been used to
inform the design, development, and implementation of medical courses (Reinbold, 2013),
higher education MOOCs (Croxton & Chow, 2015), instructional literacy modules (Campbell,
2014) and professional development (Parchoma, 2003).
The ADDIE process of design is flexible and consists of five phases. Figure 5 shows the
design phases of the ADDIE model.

Figure 5. The ADDIE Process Model
Adapted from Branson, R.K., Rayner, G.T., Cox, J.L., Furman, J.P., King, F.J., Hannum, W.H.
(1975). Interservice procedures for instructional systems development: Executive summary and
model. (Vols. 1-5) TRADOC Pam 350-30, Ft. Monroe, VA: U.S. Army Training and Doctrine
Command.
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The first phase, analysis, includes assessing the target audience. The second phase,
design, focuses on creating learning objectives and choosing instructional strategies to enhance
student interaction with course. In the third phase, development, the course designer works with
a subject matter expert (SME) to develop content, select supportive academic materials, and
determine delivery of the course activities. During implementation, the fourth phase, the designer
develops a strategy to prepare teachers to teach and students to participate in the course. In the
final phase, evaluation, evaluation criteria, methods, and tools are chosen by the designer
(Branch & Kopcha, 2014). The well-organized ADDIE process can be used to effectively guide
designers throughout the critical stages of online course development focused on teaching adult
learners.
Course Design and Development
The community college Associate in Arts degree requires computer proficiency in its
general education curriculum. CGS 1000: The Introduction to Computers and Technology
course is the class most students take to completed the A.A. requirement. The maximum course
enrollment for each section is 28 students but due to high drop and withdrawal rates, usually only
20-25 students in each section complete the course. Often the students enrolled in this class are
in the beginning, or first year, of their degree program.
Being one of the largest public community colleges in Florida, with over 44,000
enrollments, the student demographics at this community college are diverse. The 2015 Factbook
reports the general student population is approximately 28.1% Hispanic (any race), 21.4%
African American, 0.5% American Indian, 3.6% Asian, 0.2% Native Hawaiian/Other Pacific
Islander, 43.8% White, and 2.4% of students self-identified as being two or more races. The
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mean age of students at this institution was 26.8 on the first day of Fall 2014 classes and was
reported as being 54.7% female and 45.3 percent male.
Course Description
Computer proficiency is a core requirement of the Associate in Arts degree general
education curriculum and students must demonstrate their knowledge in one of three ways:
1. Successfully complete the approved CGS 1000: Introduction to Computers and
Technology course with a grade of “C” or better.
2. Provide a transcript with successful completion of an equivalent course to the approved
community college course.
3. Pass a college administered proficiency test.
The institution’s 2015-2016 course catalogue description states the approved general
education core technology course introduces students to an introductory overview of the Internet,
explains the history and workings of the World Wide Web, describes the impact of computers on
society and business, and provides information on the historic development of data processing.
In this course, students learn the basic functions and usage of word processing, spreadsheet,
database, and presentation systems software applications. They practice basic skills using a Web
browser and search engine, and are exposed to many careers in the computer science field.
The blended course participants met one time per week for 12 weeks. Face-to-face time
was 1 hour and 45 minutes each week. Students completed real world skill tutorials via SIMnet®
Online for Office 2016 simulations before coming to class. Skill application projects, textbook
content collaborations, and exams were completed during the face-to-face portion of the blended
course. I, the instructor, was available in face-to-face sessions and via virtual communication to
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assist students with questions, provide additional information, and support students throughout
the course.
Design
I employed the ADDIE model of design and embedded motivational design components
based on the ARCS model of motivational design to develop the blended learning course. The
ADDIE model is an interactive process that allowed me to use formative evaluation after each
stage. It is a perfect instructional design model to guide the development of a blended course
with a flipped design for the community college adult learner audience and was a strategic
choice. I hoped the addition of motivational design elements would make instruction efficient
and effective, as well as, encourage students to achieve their learning goals (Azaiza, 2011;
Keller, 2010).
In the ADDIE analysis phase, I determined the target audience (Branch & Kopcha, 2014).
This course was designed for community college students. The average age of a community
college student is 28 years old. Twenty-two percent of community college students work fulltime and are enrolled full-time in community college classes. Forty-one percent of community
college students work full-time and are enrolled in part-time in classes. Fifty-seven percent of
the community college population are female and 36% are first-time college attendees (AACC
Fact Sheet, 2016). These students lead extremely busy lives and have many competing
responsibilities. They require the flexibility and the support that a blended course can offer
them. They need the ability to work on their assignments from anywhere, at any time, but must
also be engaged with the instructor and peers to feel their individual experience is respected and
their learning has beneficial value (Knowles, Holton, & Swanson, 2015).
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The ARCS motivational design elements I embedded into the course during the ADDIE
analysis phase included a Demographics, Goals, and Interest Survey, which asked students to
state their goals for participating a blended, late start, core technology course. I developed
motivational objectives based on the four subcategories of ARCS: attention, relevance,
confidence, and satisfaction. I decided to measure the motivational objectives through the use of
the CIS, student electronic journal responses, and semi-structured interviews.
In the ADDIE design phase, I chose learning objectives and determined strategies for
learning (Branch & Kopcha, 2014). For this course the objectives were revised and updated in
the Fall of 2016. They included, but were not limited to, objectives in which students who
completed the course would be able to (1) manage personal devices (2) make decisions about
which software programs are most effective and appropriate in meeting the project tasks they are
working to complete and (3) realize and understand the ethical and security risks that are
involved in using technology for both work and personal tasks.
I embedded ARCS strategies into the course during the ADDIE design phase. I created a
safe student-centered environment where I encouraged questions and I used personal stories and
humor during face-to-face sessions to enhance attention. Relevance motivational design
strategies included asking student to define their course goals, write in electronic journals, the
explanation of content, and the modeling of best practices for assignment completion.
Confidence motivational strategies included the provision and review of a syllabus, an
assignment schedule, and the grading scale several times throughout the semester. Satisfaction
motivational strategies included review of the syllabus, the use of LMS features to communicate
with students, and the provision of time for students to share their learned knowledge.
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I used a flipped strategy to provide students with the most flexible learning experience
possible. Flipped learning provided students with academic content in the form of video, text
and/or tutorial simulations they could engage with individually, outside of the classroom, in
order to learn the lower level cognitive content before they had to apply it (Flipped Learning
Network, 2014).
In the ADDIE development phase, I worked with subject matter experts (SME’s) to
develop content, determine academic support tools, and establish delivery of content
methodology. This course utilized a third party software, SIMnet® Online for Office 2016, to
provide students with content on how to master the features and functions of a popular software
suite. Students completed simulated skill tutorials outside of class in order to expose them to the
functional capabilities of the software programs. This enabled students to work at their own pace
and individualized instruction as they were able to stop, restart, and redo any portion of the
simulations as they went through them. Students were encouraged to resubmit the simulations
three times or until 100% mastery was reached. Consistent with adult learning principles, this
allowed students to control their own learning and determine their own academic success
(Knowles, Holton, & Swanson, 2015).
While in the F2F portion of the blended learning course, students applied the skills they
learned from the simulated tutorials. They completed real-world projects such as creating a
presentation, developing a flyer, building a database, and generating a cost sheet with formulas.
Students had to transform and apply new knowledge to the real-world project in order to be
successful and complete it.
In the ADDIE development stage, I created instructional materials, based on the ARCS
motivational design model, to increase attention, relevance, confidence and satisfaction for
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students. To enhance attention I used simulation tutorials and encouraged student use of
additional resources such as the business lab tutors and Google. I included the use of real-world
technical projects applicable to workplace or business tasks to ensure relevance. I created a
course syllabus, an assignment schedule and a grading scale. I developed a course homepage
with easy to click informational buttons and sent weekly announcements to students. I included
the syllabus, extra credit opportunities, rubrics and the use of LMS features to increase
satisfaction and provide encouragement and feedback to students.
In the ADDIE implementation stage, I developed a plan for how I and students would
teach and/or participant in the class. The course was developed in Canvas LMS, recently
adopted as the official LMS for higher education within the state. All higher education
instructors and enrolled community college students have a Canvas account with login
credentials. Once I developed the course and decided whether the activities would be completed
online or in the F2F learning environment, I exported the course content package and delivered it
to the department program manager. The program manager distributed it to the adjunct
instructors responsible for teaching the technology course.
I embedded ARCS motivational design elements into the course during the ADDIE
implementation phase. These elements included the attention component of providing students
with a specific time during the F2F class period and within Canvas LMS to ask questions of the
instructor and one another. Relevance components included the development and reflection of
achieved goals through electronic journals as well as the completion of a final project, which
incorporated learned skills throughout the semester. Confidence was addressed through
modeling best practices and encouragement of collaborative efforts where students could work
together to complete real-world technical assignments. Satisfaction motivational design
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components included clear expectations and grading evaluation criteria provided via the syllabus,
the opportunity to complete extra credit assignments and resubmit work, and intentional use of
LMS features to encourage student participation and course completion.
In the ADDIE evaluation phase, I determined the criteria, the tools and the methodology
of evaluation (Branch & Kopcha, 2014). One purpose for building this course was to improve
nontraditional student learning experiences through the study of student motivational regulation
strategies and reactions to course design. I employed a mixed methods exploratory case study to
evaluate the students’ learning experiences within the blended course with a flipped design.
To evaluate the use of ARCS motivational design components, I collected both
quantitative data via the CIS and qualitative data from student electronic journals and semistructured interviews. I combined the data to help answer the exploratory A Priori questions that
guided this study.
Summary
This literature review informs both the design and the content of this mixed methods
exploratory case study. Through a synthesis of research, I described the unique history of and
identified several challenges faced by community colleges as they strive to serve a diverse and
sometimes unprepared body of students.
Nontraditional adult learners often have multiple competing priorities and different needs
than traditional aged students who attend college directly after high school. Blended courses are
a preferred modality for busy nontraditional students as they enable the learner to have control
over their time and their own learning. Blended courses also provide students with the social
interaction, instructor access, and peer support found within a traditional classroom setting.
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When creating blended courses for nontraditional learners instructional designers might
consider Andragogical Learning Theory, motivation regulation, and motivational design
frameworks. This mixed methods exploratory case study brings a needed and called for
dimension to the research on ways nontraditional adult learners’ motivational regulation and
their motivational reactions to course design relate to their perceived learning experience in a
blended core technology course.
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CHAPTER IV: METHODS
In Chapter Four, I detail the mixed methods exploratory case study design I used to
conduct this study. I explain the use of purposeful sampling to recruit five nontraditional adult
learner participants enrolled in a blended core technology community college course. I restate
the exploratory questions and describe the data collection instruments used throughout the
inquiry. I explain the data collection process, how I quantified and coded the data, and the data
analysis methods I utilized to inform the research question responses. I also state the ethical
considerations and criteria I used to ensure trustworthiness throughout this inquiry process.
The Mixed Methods Exploratory Case Study Design
In this study, I utilized a mixed methods exploratory case study design approach. I used
quantitative questionnaires, qualitative documents, and semi-structured interviews to explore in
what ways nontraditional adult learners’ motivational regulation and their motivational reactions
to course design relate to their perceived learning experience in a blended technology course
with a flipped design. I employed a mixed methods methodology because this dual process was
best suited to answer the exploratory questions and capture the lived experiences of how
nontraditional community college students described their goals prior to participating in a
blended technology course, in what ways they utilized motivational regulation strategies within
the course, how they described their motivational reactions to a blended course developed with a
flipped design, and how they perceived their goal accomplishments at the end of the course.
Creswell and Clark (2007) state, “mixed methods research involves both collecting and
analyzing quantitative and qualitative data” (p. 6) and by mixing the datasets, the researcher
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provides a better understanding of the problem then if either dataset had been used alone” (p.7).
Mixed method research is practical, natural, and often a preferred research methodology as it
“allows researchers to use both numbers and words, combine inductive and deductive thinking,
and employ skills in observing people as well as recording behavior” (Creswell & Clark, 2007,
p.10). Qualitative analysis with the aid of numbers can test for possible bias and divulge how
robust our insights are (Miles, Huberman, & Saldaña, 2014).
Quantitative data includes close-ended information expressed as numbers. Quantitative
data are often collected via survey instruments, checklists, or scored tests. Follow up statistical
analyses are employed to explain the collected numerical values of quantitative data.
Qualitative inquiry provides detailed information about real-world phenomena, culture,
structural processes and historical changes experienced by real people. Qualitative research
focuses on the who, what, how, when, where, or why aspects of a topic and progresses
knowledge developed through tenacity, intuition and authority (Grbich, 2013). Qualitative data
includes open-ended information gathered via interviews, observations, and documents such as
journals, calendars, images, or field notes. Researchers categorize and code qualitative data to
present common themes and thick, rich descriptions (Creswell & Clark, 2007).
A case study is a frequently used qualitative research methodology in educational
research. Stake (1995) defines case study research as “the study of the particularity and
complexity of a single case” (p. xi). A case is bounded, specific, complex, and functions as an
integrated system (Stake 1995). Cases of interest focus on learning how people and programs
function through the stories they tell us (Stake, 1995). Case study is “particularization, not
generalization” and case study researchers “focus on “what it is, what it does” (Stake, 1995, p.
8).
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In the paradigm in Figure six, I portray what Creswell and Clark (2007) term a
Triangulation Design, also referred to as the concurrent triangulation design, for conducting a
mixed methods study. The one-phase design model allows researchers to better understand their
research problems as it enables concurrent, but separate, collection and analysis of data, which is
merged into one overall interpretation at the end of an inquiry (Creswell & Clark, 2007). This
model enabled me to collect, analyze, and then join the distinct qualitative and quantitative data
to better understand nontraditional adult students’ motivational regulation and reactions to course
design in a blended technology course with a flipped design (Creswell & Clark, 2007).

QUANTITATIVE
DATA

Interpretation based on
QUAN + QUAL results

QUALITATIVE
DATA

Figure 6. Triangulation Design
Adapted from Creswell, J. W., & Clark, V. L. (2007). Designing and conducting mixed methods
research. Thousand Oaks, Calif.: SAGE Publications, c2007.
A Blended Core Technology Community College Course
Introduction to Computers and Technology is a core technology course for the majority
of programs offered in a large diverse urban public community college in the Southeast. The
course is offered each semester on a traditional 16-week and a 12-week late start timeline. The
course is offered in a face to face, blended and fully online modality. Students choose the time,
day, and format of the course they wish to enroll in. The course for this study was a 12-week,
late start blended course. I was both the designer and instructor of the Introduction to Computers
and Technology blended course. All of the course content was available online and the course
met face to face once a week, from 7:00pm-815pm, in the Academic building.
Introduction to Computers and Technology course objectives include having students:

75
•

Identify and understand basic information technology concepts

•

Identify and describe hardware components of computer systems and articulate their
use

•

Manage personal technologies

•

Identify and demonstrate knowledge of different types of system and application
software and understand programming and system life cycles

•

Apply knowledge to produce and manage documents and reports using spreadsheets,
word processing, presentation graphics, email, and database software

•

Identify what an operating system is, perform file management, and identify how to
change system settings and install and remove software

•

Access and use telecommunications and Internet technologies

•

Explain security and privacy issues as they relate to threats and types of malicious
software, and procedures for incident response detection

•

Explain ethical issues and recognize factors that influence decisions and social
considerations of information technologies

Participants Recruitment
I recruited nontraditional adult learners enrolled in a core level technology course to
participate in the present study via email and the Canvas LMS inbox. Once I received Institution
Review Board (IRB) approval I sent an email and Canvas LMS inbox message to all 27 students
enrolled in a Fall 2017, blended section of an Introduction to Computers and Technology course.
The electronic messages gave a brief explanation of the study and included a list of
nontraditional adult learner criteria and characteristics a student must meet or possess to
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participate. I attached a copy of the IRB approved consent form to the electronic messages so
students could further read about the study and consider their participation.
“Sampling plays an important role within mixed methods designs” (as cited in Creswell
& Clark, 2007, p. 185). I employed a purposeful sampling methodology for this study. My goal
was to select participants who would generate and contribute a broad, plentiful, and relevant
amount of data to the study (Yin, 2011). In qualitative study the researcher purposely selects a
small number of participants, such as 1-10, to provide in-depth and detailed individual views of
the phenomenon (Creswell & Clark, 2007, Patton, 2015).
I sought five, nontraditional adult learners to participate in the research. To be included in
the study students had be over the age of 24, submit four journal entries, complete four surveys,
agree to participate in a semi-structured interview and have one or more of the following
characteristics (Mellow & Heelan, 2015; NCES, 2016; New American Education, 2014):
•

Is independent for financial aid disbursement

•

Has one or more dependents

•

Is a single caregiver

•

Does not have a traditional high school diploma

•

Delayed postsecondary enrollment

•

Attends school part-time

•

Employed and works 20-40 hours per week

At the end of our first face-to-face class I explained the study, described the research
participation activities, highlighted the characteristics of nontraditional adult learners, reviewed
the consent form, and answered questions students had about the research study. I was explicit
that the choice to participate or to not participate in the study would in no way affect students’
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final grades. I explained how a portion of the study data would be collected via surveys and
reflective journal submissions. I made it clear the surveys and journal submissions were part of
the normal course assignments and all enrolled students, whether they chose to participate in the
study or not, were required to complete them. I reiterated the survey and journal submissions
would remain anonymous throughout the semester and the data generated via the documents
would only be accessed after final grades had been submitted. I explained students’ who met the
criteria and wanted to participate in the study could volunteer to be interviewed once the course
grades had been submitted.
Since I was the instructor and the researcher it was important for students to feel safe and
maintain anonymity throughout the study. To ensure this, and to avoid knowing who signed
consent forms, I left the room while my colleague collected the forms from students who decided
to sign them that night. My colleague provided students with her email address and contact
information in case they had additional questions or wanted to further discuss the consent forms.
On the first night of class, my colleague assigned each student, regardless of whether or
not they chose to participate in the study, a unique number. The student’s unique number was
used on the anonymous surveys and journal entries throughout the semester. For the next two
weeks, my colleague came at the beginning of class to collect additional student consent forms. I
left the classroom each time so student participation could remain anonymous. My colleague
kept the consent forms and the list of unique identifiers in her locked office, in a locked cabinet,
until I submitted final grades for the course.
Once I submitted final course grades, my colleague provided me with the signed consent
forms and the list of unique identifiers. The anonymous setting on the surveys and journal entries
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were reset via the Canvas edit tool. I matched student journal entries with their unique numbers.
I viewed the submitted documents and learned how students had responded to the surveys.
When the course ended, I obtained access to all of the submitted data. I identified six
students who had signed consent forms, were over the age of 24, had at least one other
nontraditional adult learner characteristic, had responded to all four journal entries, and had
completed all four of the surveys. I used phone numbers provided on the Demographic, Goals
and Interest survey to text message and invite all six students to further participate in the study.
Five students replied. All five agreed to further participate in the inquiry and completed semistructured interviews. Study participant eligibility information is summarized in Table 3. I will
present a profile for each participant in Chapter Five.

Table 3: Participant Eligibility*
Participant Pseudonym

Penelope

Thomas

Linda

Bruce

Natalie

Over the age of 24

X

X

X

X

X

Signed Consent Form

X

X

X

X

X

At Least One Nontraditional Adult Learner
Characteristic
Completed Demographics, Goals, and
Interest Survey
Completed 4 Electronic Journal Entries

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

Completed 2 MRS Questionnaires

X

X

X

X

X

Completed CIS survey

X

X

X

X

X

Completed Semi-structured Interview

X

X

X

X

X

* All names are pseudonyms
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A Priori Questions
The following questions guided the study:
1. In what ways do five nontraditional community college students describe their goals
for participating in a blended technology course with a flipped design prior to the start
of the class?
2. How do these students describe their motivational regulation experiences in a blended
technology course on their responses to the Motivational Regulation Strategies
Questionnaire?
3. How do these students perceive the motivational aspects of the course design as
measured by the Course Interest Survey?
4. In what ways do these students perceive they achieved their described goals at the end
of the course?
Data Collection Instruments
In this mixed methods exploratory case study, I used several data collection instruments
to explore nontraditional community college students’ motivational self-regulation in a blended
core technology course. During the Fall 2017 semester, I collected quantitative data via three
questionnaires: (1) a Demographics, Goals, and Interest Survey (2) the Motivational Regulation
Strategies Questionnaire (administered twice during the semester), and (3) the Course Interest
Survey. I collected qualitative data through (1) participant electronic journals, (2) semistructured interviews and (3) a researcher’s reflective journal.
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Quantitative Data Collection Instruments
Demographics, Goals, and Interest Survey
The Demographics, Goals, and Interest Survey was administered through the Canvas
LMS survey tool during the first week of class. I constructed the survey questions and
determined the order of them based on my experience with the previously mentioned pilot study
interview conducted in my doctoral measurement course. The survey contained contact
information questions and general questions about age, ethnicity, highest level of education
completed, highest level of parental education, and employment status. Students were able to
type in or choose their answers from a dropdown menu for these questions. In addition to the five
general questions, one opened-ended question asked students to record their goals prior to
participating a blended core technology course. A second open-ended question asked students to
record their ultimate future academic goals. A third open-ended question asked students to
describe their personal interests such as websites they visit on a regular basis, their favorite
books, movies, music and sports. The purpose of this survey was to understand why the students
enrolled in the blended technology course. I later used it to determine participants who had the
characteristics and met the definition of a nontraditional adult learner. In addition, the survey
helped students reflect upon and communicate their specific learning goals for the course. See
Appendix 1 for Demographics, Goals, and Interest Survey questions.
Motivational Regulation Strategies Questionnaire
I employed the Motivational Regulation Strategies Questionnaire (MRSQ) (Schwinger,
Steinmayr, & Spinath, 2009) to assess motivational regulation experiences students used in a
blended core technology community college course. Built on the work of Wolters (1998, 1999,
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2003), Schwinger et al., (2009) expanded the measurement from five to eight motivational
regulation strategies to create the current, Motivational Regulation Strategies Questionnaire.
In their first study, Schwinger et al. (2009) translated Wolters (2003) original
questionnaire items, with the addition of open-ended questions, and asked German college
students how they regulated their motivation in everyday study situations. Student psychometric
properties and open-ended responses were analyzed. Based on the results, Schwinger et al.
(2009) revised several of the question item wordings and extended the questionnaire to include
three additional motivational regulation strategies. Two further validation studies used the
revised questionnaire, which “yielded good psychometric properties (CFA, internal
consistencies) and showed substantial correlations with external criteria (e.g., cognitive learning
strategies, goal orientations)” (p. 621). These validation studies distinguished the eight
motivational regulation strategies assessed in the present MRSQ used for this study.
I administered the MRSQ twice during the semester via the Canvas LMS anonymous
survey tool. The first MRSQ administration took place in week 6, after students completed the
word processor and presentation software units of the course. Students completed the second
MRSQ during week 11, once the spreadsheet and database course units had been finished.
My purpose for having students complete the questionnaire twice was to measure
whether or not there was a difference in the motivation regulation strategies students used when
they worked with software they had most likely experienced before the class and those they most
likely had not experienced.
The MRSQ consists of 30 items to measure eight motivational regulation strategies as
shown in Table 4. The Likert response scale for each question ranged from 1-5: (1) Never, (2)
Rarely, (3) Sometimes, (4) Often and (5) Always. The full MRSQ is located in Appendix 2.
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Table 4: Motivational regulation strategies, descriptions, and number of question items
(Schwinger, Steinmayr, & Spinath, 2012).
Type of MRS
1. Enhancement of
Situational Interest
2. Enhancement of
Personal Significance
3. Self-Consequating
4. Mastery Self-Talk
5. Performance
Approach Self-Talk
6. PerformanceAvoidance Self-Talk
7. Environmental
Control
8. Proximal Goal
Setting

Description
Turning a relatively tedious task into a
more fascinating one through imaginative
modification
Establishing a connection between the
task and one’s own personal interests and
preferences.
Self-administered gratification for
achieving a certain goal.
Highlighting the goal to enlarge one’s
competence and master challenging tasks.
Earning a higher exam grade then one’s
classmates.
Avoiding others who make fun of one’s
poor performance.
Intentionally eliminating possible
distractions.
Dividing learning materials into small and
manageable pieces to experience success
more quickly and frequently.

#of Items

Question #’s

5 items

7, 12, 14, 22,
28

3 items

6,15,23

4 items

2, 9, 19, 24

4 items

10, 17, 21,30

5 items

1,8,16, 26,29

3 items

4,5, 25

3 items

3, 11, 18

3 items

13, 20, 27

Course Interest Survey
The Course Interest Survey (CIS), created by John M. Keller (2010), is a situational
instrument that measures students’ reactions to instructor-led instruction and their motivation in
regard to a particular course (Keller, 2010). The CIS is a 34 item survey with approximately
equal numbers for each of the four subscales in the ARCS model: attention, relevance,
confidence and satisfaction (Keller, 2010). Attention refers to capturing and stimulating a
learner’s curiosity to learn. Relevance represents how the learner perceives the course content or
materials will meet their personal needs or goals. Confidence indicates whether or not a learner
believes their controlled effort will enable them to succeed in the course. Satisfaction can be
either an internal or external reinforcement of learners’ accomplishments throughout the course
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duration. The Likert response scale for each question ranged from 1-5: (1) Not true, (2) Slightly
true, (3) Moderately true, (4) Mostly true and (5) Very true.
The CIS is both a reliable and valid tool used to measure situation-specific motivation.
To establish reliability, the CIS survey was administered to 45 college undergraduates and
showed satisfactorily high internal consistency across all four ARCS model characteristics:
attention, relevance, confidence, and satisfaction. CIS internal consistency estimates can be seen
in Table 5.

Table 5: CIS Internal Consistency Estimates (Keller, 2010, p. 281).
Scale

Reliability Estimate
(Cronbach’s )

Attention

0.84

Relevance

0.84

Confidence

0.81

Satisfaction

0.88

Total scale

0.95

The validity of CIS was established by examining the correlation between CIS scores and
school grade point average (GPA). The results showed that CIS as a situation specific measure of
motivation for learning (Keller, 2010).
Qualitative Data Collection Instruments
Participant Electronic Journals
Qualitative documents are "written materials and other documents from organizational,
clinical, or programs records; social media postings of all kinds; memoranda and
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correspondence; official publications and reports; personal diaries, letters, artistic works,
photographs, and memorabilia; and written responses to open-ended surveys" (Patton, 2015, p.
14). In this study, I used participant electronic journal entries to inform my exploration of how
nontraditional adult learners describe their motivational regulation experiences and perceive the
motivational aspects in a blended core technology community college course. Journals are a
reliable source of data because they provide relevant information about participant’s thoughts,
feelings, and perceptions of their experiences (Merriam, 2001).
Students made electronic journal entries after the completion of each of the four software
units: Microsoft Word, Microsoft PowerPoint, Microsoft Excel and Microsoft Access. An
electronic journal is a powerful tool that enables real time collection of data soon after an
assignment, activity or unit is completed. A journal entry immediately after an activity is
completed helps avoid misremembering of data and therefore provides a more reliable and
accurate picture of how the student perceives and completes assignments or activities (Hektner et
al., 2007).
Students completed a total of four journals entries throughout the semester. The
reflections were structured, contained several open ended questions, and responses were written
in narrative form. Students were asked to recall and write personal thoughts about their abilities
to complete unit tutorials and projects. I prompted them to describe the challenges, if any, they
encountered during each unit. I encouraged participants to articulate the motivational regulation
strategies they employed to overcome obstacles, if experienced, throughout each unit. I also
asked them to examine and write about in what ways, if any, they perceived the knowledge they
gained helped them achieve the goals they set for themselves in the course.

85
I recognize the journal reflections may not provide 100% accurate information about
what actually occurred but the reflections are meant to capture the participants “true”
interpretation of what they think and/or believe occurred (Merriam, 2001). As a researcher,
participant “truth” is what I was most interested in understanding.
Students recorded their journal entries in Canvas LMS in weeks 2, 5, 8 and 11 of the
course. The entries remained anonymous until I submitted final grades. The Canvas gradebook,
showed students completed journal entries but individual names were not associated with
submissions. In each journal entry, students typed their unique student identifier, which was
kept from me throughout the semester. This allowed students to remain anonymous but enabled
me to respond and provide feedback to each student entry. See Appendix Five to view example
participant electronic journal questions.
Semi-structured Interviews
Researchers conduct interviews to learn about the experiences of others through their
stories (Seidman, 2013). In this study, I conducted semi-structured interviews with five
nontraditional adult learners after I had submitted final grades. Semi-structured interviews are
designed with open-ended questions that invite participants to provide detailed, complex
answers. The semi-structured interview protocol offers the researcher the organization and
comfort of preplanned questions but does not presume an answer (Richards & Morse, 2012;
Seidman, 2013). Semi-structured interviews allow participants to take any direction they want
while they reflect upon and make meaning of their learning experiences (Seidman, 2013).
On the final night of class, I recapped the purpose of the study and reminded students,
that once grades were submitted, I would reach out to invite eligible participants to further
contribute via a voluntary interview. Upon review of the data, I identified six students who met
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the criteria of a nontraditional adult learner, had signed a consent form, had completed all journal
entries and submitted questionnaires. I used phone numbers, obtained from the Demographics,
Goals, and Interest Survey, to text a message to the six eligible students. Five students
responded and agreed to participate in the study.
Set-up, Recording, and Transcription of Interviews
I called the five students, offered a virtual or face-to-face interview option, and set up
convenient days, times, and places to conduct the interviews. All of the participants chose to
meet face-to-face. However, due to a personal matter, one participant had to change his meeting
to a virtual modality.
Seidman (2013) argues the most reliable way to work with participant words is to
transform the spoken into written text. The primary way to do this is to record interviews and
transcribe them (Seidman, 2013). Recording interviews has several benefits. It enables the
researcher to maintain original data, check for accuracy if the transcript does not make sense,
improve their study techniques and gives participants an assurance that their words will be
treated responsibly (Seidman, 2013).
I recorded all of the F2F interviews with the Voice Memos software application on my
iPhone 8. I used FaceTime to conduct the virtual interview via my computer and I used Camtasia
by TechSmith to record it on my laptop All of the interviews lasted between 35-50 minutes. See
Appendix Six to view example semi-structured interview questions.
“Interviewers who transcribe their own recordings come to know their interviews better”
(Seidman, 2013, p. 118). Once an interview was complete, I imported the audio files into
Audacity, a free, open source, multi-track audio editor. This software tool enabled me to rewind,
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stop, and replay the audio so I could accurately transcribe the interviews into a word processing
program and get to “know them better” (Seidman, 2013).
Stake (1995) claims participants play a major role in case study. Through member
checking, participants help the researcher triangulate observations and interpretations of
collected data to ensure credibility (Stake, 1995). In member checking, a participant examines or
reviews transcribed data and is encouraged to provide alternative language or further
interpretation of what was recorded (Stake, 1995). After I transcribed the interviews, I sent each
participant a copy of their interview transcript. I asked them to review the transcript for accuracy
and to ensure I had captured the meaning and spirit of their words appropriately. I requested
they critique and/or provide feedback about the transcript contents. All five participants
responded to my request. They were happy with the interview transcriptions.
Researcher’s Reflective Journal
In qualitative studies, “journal writing may be incorporated into the research process to
provide a data set of the researcher’s reflections on the research act” (Janesick, 2015, p. 156). As
I conducted this study, I kept a researcher’s reflective journal. I recorded my perceived
observations: (1) of direct engagement with students, (2) conducted activities (3) conversations
between and among students and (4) significant and/or unexpected happenings and (5) my
reflective thinking throughout the study. Reflective journals can help researchers clarify their
thinking, examine and evaluate experiences, identify patterns or themes in the data, and reflect
on the data collection and analysis process to better understand the study (Janesick, 2015).
Reflective journals also provide a forum for the researcher to record concerns which may not
have been previously considered (Lamb, 2013; Nadin &Cassell, 2006).
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Observation is one of the key tools for collecting data in qualitative research” (Stake,
1995). I created an observation recording tool to help guide my reflective journal writing
process (located in Appendix Four). The tool is based on Merriam’s (2001) recommended six
components for observation which include:
•

The physical setting in which you are conducting the observation

•

The participants within the setting (teacher, students, etc.)

•

Activities being conducted or participated in

•

Conversations that are occurring between and among the participants being studied

•

Unexpected happenings – something that may not have been planned but occurs
during the observation

•

The role of the observer – what are you doing, thinking, sitting, engaging in while
completing the observation.

I used word processing software stored on my password protected computer to record my
weekly reflective journal entries. I began my journal reflection entries after the first face-to-face
class meeting and continued to add reflections throughout the semester.
Summary and Timeline of Data Collection
The Demographics, Goals, and Interest Survey was administered the first week of class.
The Motivational Regulation Strategies Questionnaire was given in the middle and at the end of
the semester. The Course Interest Survey was administered at the end of the semester in week12
of the course.
Students submitted four journal entries throughout the semester in weeks: 2, 5, 8 and 11.
Semi-structured interviews were conducted with 5 nontraditional adult community college
learners after final grade submission. Participation in semi-structured interviews was voluntary
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and took between 30-45 minutes. I recorded my own perceived observations and thoughts each
week after face-to-face class sessions. Table 7 below summarizes the questionnaire, participant
reflective journal, researcher reflective journal and semi-structured interview administration
timeline throughout the 12-week course.

Table 6: Data Source Collection Timeline
Week #

Data Collection Instrument
1
Demographics, Goals, and
Interest Survey

2

3

4

5

6

7

8

9

10

11

12 13

✕
✕

Motivational Regulation
Strategies Questionnaire

✕
✕

Course Interest Survey
✕

Student Electronic Journal
Entries

✕

✕

✕
✕

Semi-structured Interviews
Researcher’s Reflective Journal

✕

✕

✕

✕

✕

✕

✕

✕

✕

✕

✕

✕

✕

Data Analysis
I reviewed IRB consent forms, the Demographics, Goals, and Interest Survey, electronic
journal submissions, completed MRSQs, and completed CIS surveys to ensure participant
eligibility. Six students completed all of the study components and were invited to participate in
the final piece of the study – a semi-structured interview. Five students agreed to participate.
Data analysis is the process of making sense of collected data (Merriam, 2001). The first
step in analyzing massive amounts of data is to organize it (Patton, 2015.) To keep the data
organized, I created both digital and physical folders for each of the participants and the
collected data sources.
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I collected both quantitative and qualitative data throughout the study. I used Creswell
and Clark’s (2007) concurrent triangulation design model. It enabled me to collect and analyze
the data separately. I then merged the results to better understand the research problem and
answer my exploratory research questions.
The first week of class students completed the Demographics, Goals, and Interest Survey.
The survey contained contact and factual information questions about age, gender, previous
education, course goals, and personal interests. This information was reviewed at the close of
the semester and used to determine participant study eligibility.
The MRSQ was administered through the Canvas LMS survey tool, which remained
anonymous until final grades were submitted for the semester. Once the result responses were
viewable, I downloaded and compiled them for both the middle and end of semester test
administrations. Responses were organized in an Excel spreadsheet and compared for individual
participants. I used Schwinger, Steimayr and Spinath’s (2009) questionnaire item codes to pair
participant question item responses to each of the eight motivational self-regulation strategies
(Table 4). I used descriptive statistics to summarize the quantitative data for each motivational
regulation strategy. I analyzed narrative responses, from semi-structured interviews and student
journal entries, to better understand how students described their motivational regulation
experiences for individual study participants. I also explored the data across cases to identify
common themes and patterns. The results of the data are presented before, and within, the
collective narrative in Chapter 5.
In this inquiry, I administered the CIS via the Canvas LMS survey tool in week 12 of the
course. The survey was anonymous until after final grades were submitted for the semester.
Once the survey results were available, I used Keller’s (2010) scoring guide, see Table 6, to
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calculate the total and mean scores for each of the ARCS: attention, relevance, confidence and
satisfaction, subscale categories. Descriptive statistics, combined with contextual data from
semi-structured interviews, were used to better understand how students perceived the
motivational aspects of the course design in a blended core technology community college class.
The full CIS survey is located in Appendix 3.

Question Numbers

Table 7: CIS Scoring Guide (Keller, 2010, p. 281)
Attention

Relevance

1
4 (reverse)
10
15
21
24
26 (reverse)
29

2
5
8 (reverse)
13
20
22
23
25 (reverse)
28

Confidence
3
6 (reverse)
9
11(reverse)
17 (reverse)
27
30
34

Satisfaction
7 (reverse)
12
14
16
18
19
31(reverse)
32
33

Throughout the semester, I collected four journal responses from each participant. I used
thematic analysis to analyze the structured reflections. Thematic analysis is a process of data
reduction focused on repeated words or phrases and is conducted after a full data set is complete
(Grbich, 2013). Grbich (2013) states, “Preliminary analysis seems to almost naturally lead to
thematic analysis because in reading through the transcribed data the researcher is able to
identify evident evolving issues or trends central to the asked research questions” (p. 6). Grbich
(2013) identifies three options for thematic analysis: (1) block and file approach to keep data
intact, (2) conceptual mapping for a broad overview (sometimes combined with block and file)
and (3) segmentation for examining fragmented data. I used the block and file approach to ensure
the data was kept intact and provided an accurate depiction of the issues participants faced after
each unit of study within the course (Gribich, 2013).
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Coding of the participant interviews was an iterative process. To best understand the
data, I began with audio transcription and used member checking to verify transcript accuracy.
Next, I completed a holistic reading of the participant narratives. I then employed open coding.
Open coding involves a word-by-word, line-by-line breakdown of the transcript to identify
concepts or terms within the data (Corbin & Strauss, 2008; Grbich, 2013). I used axial coding to
further develop core categories identified in the initial open codes (Grbich, 2013).
I utilized a constant comparison analysis (Corbin & Strauss, 2008) to identify trends
within the narratives. Constant comparison analysis (Corbin & Strauss, 2008) is used to identify
and group together conceptual similarities and differences from segments of the manuscripts
(Corbin & Strauss, 2008). I composed memos throughout the analysis process. Memos are
descriptive records of ideas, thoughts, hypotheses, and feelings linked together over time by the
researcher (Grbich, 2013; Richards & Morse, 2007). Salient quotations from the narratives were
combined with quantitative data to best understand participant perceptions and answer my
research questions.
I triangulated data from quantitative and qualitative sources to create an individual profile
for each participant and write a group depiction to explore how five nontraditional adult learners
described their goals prior to participating in a blended technology course, used motivational
regulation strategies, reacted to the motivational aspects of the course design, and perceived their
goal achievements in a blended core technology community college course. Table 8 summarizes
the data sources and analysis methods I utilized to answer the research questions that guided this
mixed methods exploratory case study.
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Table 8: Research Questions Aligned with Data Sources and Data Analyses Methods.
Research question

Data sources

Q1. In what ways do five nontraditional
community college students
describe their goals
for participating in a blended
technology course with a flipped
design prior to the start of the
class?

1. Demographic,
Goals and Interest
survey
2. Journal entries
3. Semi-structured
interviews
4. Instructor’s
reflective journal

Q2. How do these students describe
their motivational regulation
experiences in a blended
technology course on their
responses to the Motivational
Regulation Strategies
Questionnaire?

1.

2.
3.
4.

Data Analysis

1. Content analysis
2. Thematic analysis (a) block
and file approach
3-4. Constant comparative
analysis (Corbin & Strauss,
2008) to identify
patterns/themes; coding: (a)
open, (b) axial coding;
member checking
Motivational
1. Use data to build
Regulation
participant profiles
Strategies
2-4. Content analysis:
Questionnaire
Constant comparative
(administered twice
analysis (Corbin & Strauss,
during the
2008) to identify patterns;
semester)
coding: (a) open, (b) axial
Semi-structured
coding; member checking
interviews
Journal entries
Instructor’s
reflective journal

Q3. How do these students indicate
their reaction to the course design
in their Likert Scale responses to
questions on the Course Interest
Survey?

1. Course Interest
Survey
2. Semi-structured
interviews
3. Journal entries
4. Instructor’s
reflective journal

1. Use data to build
participant profiles
2-4. Content analysis:
Constant comparative
analysis (Corbin & Strauss,
2008) to identify patterns;
coding: (a) open, (b) axial
coding; member checking

Q4. In what ways do these students
perceive they achieved their
described goals for the course?

1. Journal Entries
2. Semi-structured
interviews
3. Instructor’s
reflective journal

1. Thematic analysis (a) block
and file approach
2-3. Constant comparative
analysis (Corbin & Strauss,
2008) to identify
patterns/themes; coding: (a)
open, (b) axial coding;
member checking
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Ethical Considerations
Throughout this research study I considered potential risks to participants. I took several
precautionary measures to establish safeguards and protect the rights of participants (Bloomberg
& Volpe, 2008). My research protocol and consent form was submitted to and approved by both
the community college and the university IRB before the study commenced. Consent forms,
explaining the study, were sent to students a week before class began so they could read about
and consider participation. On the first night of class, I further described the study, the criteria
for participation, and answered questions and/or concerns about the study.
Participation in the study was voluntary. One week after the first class I had a colleague
collect consent forms and assign unique identifiers to students. I did this so students, who chose
to participate and students who did not, could anonymously complete surveys throughout the
semester. I did not know who agreed, or did not agree, to participate in the study until after final
grades had been submitted.
I exported the survey data out of the Canvas LMS and transferred it to spreadsheets
stored on a password protected drive. I uploaded the audio files to a secure, password protected
drive and deleted them from the devices I used during the interviews. I sent the interview
transcripts to participants to ensure accuracy and then uploaded them to the same password
protected drive.
Protection of human subjects and ensuring confidentiality are important issues in human
research (Bloomberg & Volpe, 2008). I used pseudonyms to protect the identity of each
participant in this mixed methods exploratory case study.
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Trustworthiness
Trustworthiness refers to the quality of an inquiry in which findings and interpretations
are drawn from a systematic process and can be trusted by readers (Lincoln & Guba, 2016). In
order to ensure trustworthiness of the data, I applied Lincoln and Guba’s (2016) four criteria:
credibility, transferability, dependability and confirmability.
Credibility refers to the value, applicability and confidence of the interpretations of a
research study (Lincoln & Guba, 2016). In this study, I addressed credibility through member
checks of semi-structured interviews to ensure accuracy of the collected data. I triangulated data,
from both qualitative and quantitative sources, to strengthen findings and overcome potential
gaps associated with only one method of data collection.
Transferability indicates how well the findings and interpretations of the study can be
applied to those who are interested in doing so (Lincoln & Guba, 2016). Lincoln and Guba
(2016) claim transferability is possible through the provision of a thorough description of the
participants, procedures, settings, and context so readers can decide whether or not the study
findings are applicable to their situation. I addressed transferability through a comprehensive
description of participants, a detailed account of the study procedures, a thorough account of data
collection methods and a complete presentation of data analysis.
Dependability refers to the transparency and fidelity of the study process as it may
produce similar results if replicated by another researcher (Lincoln & Guba, 2016). To address
dependability, I followed an approved IRB study protocol, used a mixed methods triangulation
study design, utilized valid and reliable survey instruments, and arranged semi-structured
interview questions based on a previous pilot study experience. All interviews were transcribed
and member checked to ensure accuracy.
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Lincoln and Guba (2016) maintain confirmability employs three techniques: an audit,
triangulation, and a reflective journal. Confirmability was addressed through triangulation of
data from both qualitative and quantitative sources. The participants viewed and approved the
use of interview transcripts for accuracy. The narrative presentation of the data and my
researcher’s reflective journal serve as a “paper trail” and enable readers to follow the sequence
of confirmable evidence.
Summary
In this chapter I provided a detailed description of a mixed methods exploratory case
study design and gave reasons why this methodology is best to answer the research questions of
this study. I explained the process used to recruit study participants from a blended core
technology community college course. I restated the A Priori questions used to guide this study
and showed the data collection timeline. I described the instruments I used to collect, organize,
quantify, code, and analyze data. I highlighted ethical considerations and trustworthiness
measures used to ensure the safety of the study participants and ensure drawn interpretation of
the data can be trusted by the readers. In the next chapter, I present the findings of the collected
quantitative and qualitative data.
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CHAPTER V: FINDINGS
Introduction
In Chapter 5, I begin with detailed demographic information and introduce the five
nontraditional adult community college students enrolled in a blended core technology course:
Penelope, Bruce, Thomas, Linda, and Natalie (pseudonyms). I provide profiles of each
participant’s learning experience as an individual, then as part of a group depiction, to explore
the goals, motivational regulation experiences, and perceptions of the motivational design
aspects in a blended core technology course. I present an interpretative analysis of the
quantitative and qualitative data through the frameworks of Andragogical Learning Theory,
motivational regulation, and the ARCS model of motivational course design.
Participant Demographics
As explained in Chapter Four, I purposefully selected the participants. All five had
signed consent forms, were over the age of 24, exhibited at least one nontraditional adult learner
characteristic, responded to four journal entries, and completed all four surveys. Basic participant
demographic information, as provided in the demographic, goals and interest survey completed
the first week of class, is summarized in Table 9.
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Table 9: Participants’ Demographic Data*
Data
Collected

Penelope

Thomas

Linda

Bruce

Natalie

Gender

Female

Male

Female

Male

Female

30

32

30

29

38

African
American

African
American

African
American

Hispanic

White

Employed,
working
full-time (40
or more
hours per
week
2 years of
college

Employed,
working
full-time (40
or more
hours per
week)
1 year of
college

Employed,
part-time
(21-39 hours
per week)

Employed,
working
full-time (40
or more
hours per
week
High school
diploma or
equivalent

Not
employed,
Looking for
work

Age

Ethnicity

Employment
Status

Highest
Level of
Education
Completed

1 year of
college

2 years of
college

* All names are pseudonyms
Participant Profiles
In order to protect participants’ privacy and assure confidentiality, I used pseudonyms for
each of the five nontraditional community college students who participated in this research
study. The participants chose their own pseudonyms.
Penelope
Penelope is a 30-year-old African American female who grew up in the Southwest
United States. She is married, works full-time, and attends classes at the community college in
the evening. Neither of Penelope’s parents have a college degree. Penelope graduated from high
school in 2005. She went “off” to a two-year school but did not finish. She attended community
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college intermittently for several years. Penelope said, “in the past, I’d start and stop. Start and
stop. It’s been a slow journey and there has been a big gap. I am looking for consistency in
myself to complete my AA – it’s my ultimate short-term academic goal” (Penelope, personal
communication, December 20, 2017).
Penelope returned to community college in the Fall of 2017. She enrolled in the late start,
12-week, blended section, of the Introduction to Computers and Technology course. Penelope is
in a Broadcast Communications program at the community college and the Introduction to
Computers and Technology course is a core requirement in her program of study. Penelope
stated, “It was the only class available during the time I needed it. I needed the class to begin
later in the evening because I work until 5:30pm or 6:00pm and it’s a pretty long commute from
my job to the campus” (Penelope, personal communication, December 20, 2017).
Penelope is in a Leadership Development Program (LDP) at her workplace and was
recently chosen as an intern for a new data analysis initiative within the company. Penelope
describes herself as “not as computer savvy as she would like to be” (Penelope, personal
communication, December 20, 2017). In her electronic journal she commented “…the [computer
software] knowledge is a great skill to have, especially for workplace matters, organizational
programs, and statistical reasons” (Penelope, personal communication, Fall 2017). Penelope
viewed the learned information as “valuable” and appreciated the opportunity to resubmit
assignments to increase her grade. She did suggest extended time to complete assignments but
also recognized the need to take control over assignment due dates – “I know the deadline…why
am I not getting it done” (Penelope, personal communication, December 20, 2017). In general,
Penelope believed the course “provided good guidance and was very well structured” (Penelope,
personal communication, December 20, 2017) She found the course to be “interesting because it
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was my opportunity to learn new software programs” and “build my knowledge” (Penelope,
personal communication, December 20, 2017).
Thomas
Thomas is a 32-year-old African American male who was born and raised in the
Southeast. Thomas’ life goal is to start a non-profit organization to counsel and help lesbian,
gay, bisexual, and transgender (LGBT) youth in the local area. In Fall 2017, Thomas changed his
major from a two-year program to a bachelor degree program in Counseling and Human
Services.
Thomas works full-time, has a son, and enjoys school. “I love school. I’ve always loved
school. Going to school makes me feel like an adult and I love to wear those pants” (Thomas,
personal communication, December 21, 2017). Thomas graduated from high school in 2004 and
moved up North for several years. In 2014, he went to a technical school to become a medical
assistant. He did not like the job and decided to “go to college.” In Spring 2017, Thomas took a
remedial Math and English course at the community college. He described Fall 2017 as his first
“real” semester in college. Neither of Thomas’ parents have a college degree.
Thomas was late to register for courses at the community college and there were not
many open options in his program of study. “All of the other open courses were on the campuses
that were not close to my house so I was stuck with it” (Thomas, personal communication,
December 21, 2017) – the late start, 12-week, blended Introduction to Computers and
Technology course. However, he stated, “the time was comfortable for me, for my time, for my
schedule and the work I do” (Thomas, personal communication, December 21, 2017).
When he signed up for the course Thomas thought, “I know a lot about computers so
this’ll be easy” (Thomas, personal communication, December 21, 2017). He was surprised at
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how in depth the course went and stated, “It challenged us and enlightened me” (Thomas,
personal communication, December 21, 2017). He explained, “It was a lot of information that I
did not know” and “I had a lot of fun with it” (Thomas, personal communication, December 21,
2017). Thomas believed the course was geared toward adult learners and relevant to his future
goals. He explained, “I liked coming to class – it was an adult class compared to what I’ve had in
the past” and “I will use this information in the future being that everything is geared toward
computers now” (Thomas, personal communication, December 21, 2017).
Linda
Linda is a 30-year-old African American female. She works part-time and has a teenaged
daughter. Neither of Linda’s parents attended college. Linda was a dual enrollment student in
high school. Dual enrollment is a program that allows high school students to earn credit toward
a postsecondary degree while they work toward earning their high school diploma. Linda
graduated from high school in 2005 and earned enough credits to sit for the Licensed Practical
Nurse (LPN) exam. Linda has been a LPN for a little more than 10 years but wants to make a
career change. She attempted to return to school several times over the years but ran into school
accreditation issues and a program cancellation due to low enrollment.
Linda described herself as “not too good with computers” (Linda, personal
communication, December 22, 2017). Computers are not her “thing” and she has never had
much of an interest in them. She stated, “I can basically function and navigate through a
computer but I thought this class was going to be some real heavy hitting stuff and it was for me”
(Linda, personal communication, December 22, 2017). Linda commented, “I was really, really,
really afraid to just get into it – simply because it’s unfamiliar territory” (Linda, personal
communication, December 22, 2017).
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At the beginning of the Fall 2017 semester Linda enrolled in a traditional, face-to-face
section of the Introduction to Computers and Technology course. It is a required course in her
certificate program. Due to fear, Linda was unable to attend the class. She explained, “I went to
the class as scheduled, on time, and I walked past the door. I just couldn’t go in. I went back to
my car and went home” (Linda, personal communication, December 22, 2017). She tried to
enter the class the next week but found the instructor had dropped her from the class. He refused
to sign the override slip to allow her to participate in the class. Linda returned to the community
college advisor office and registered for the late start, 12-week, blended section of the
Introduction to Computers and Technology course. “To be honest, I really didn’t have an option.
It was available, time was ticking, and it worked with my schedule – so that’s what I got” (Linda,
personal communication, December 22, 2017).
Overall, Linda liked the class and the knowledge it offered. “It is something that was
new, that I could learn, and actually use” (Linda, personal communication, December 22, 2017).
She suggested the project directions be reworded as she felt they were too “techy” and “not
everyone comes from the world of tech.” Linda also believed the assignments should contain
more examples on where or how the projects could be used in “real” life. Linda saw the course
as valuable and relevant. In her electronic journal she stated, “It has opened my mind to a whole
new outlook on the world and (has shown me) how computers help and hinder our everyday
lives” (Linda, personal communication, Fall 2017).
Linda is working to obtain her College Credit Certificate in Business Development and
Entrepreneurship. She wants to start a business. Her ultimate academic goal is to earn her
Master in Business Administration degree. She wrote, “This course introduced me to a deeper
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understanding of the use of computers and how they work. I feel very confident this information
will help me with my (future) business” (Linda, personal communication, Fall 2017).
Bruce
Bruce is a 29-year-old Hispanic male who grew up in the Southeast United States. He is
recently married and works full-time. Neither of Bruce’s parents have a college degree. He
graduated from high school in 2006 and stated, “I really didn’t care about school or know
anything about life” (Bruce, personal communication, December 21, 2017). Fall 2017 was
Bruce’s first semester in college. He explained, “At work, I see that everyone has been through
this already – they did it early, which is good but I can’t go back and I can’t postpone any more
either” (Bruce, personal communication, December 21, 2017). Bruce now believes education is
important and he realized “I do need an education if I want to get to another level in my
company or in any company I choose” (Bruce, personal communication, December 21, 2017).
Bruce is currently in the Associate of Science Business Administration program and his
employer reimburses him for tuition and books if he receives a grade of “C” or higher in his
college courses. He met with an academic advisor before he registered for classes and
Introduction to Computers and Technology is a required course in his program of study. “They
told me I had to take certain classes to get my business degree” and the late start, 12-week,
blended section “worked around my work schedule” (Bruce, personal communication, December
21, 2017). The community college campus is close to Bruce’s home and he realized “I only had
to be in class one day a week and I could do the rest of the work at home whenever I had the
time – it felt like I could handle that” (Bruce, personal communication, December 21, 2017).
Bruce had used some of the software taught within the course but not to its full extent. “I
knew about the systems and had used the systems but I got to see way more stuff in the class –I
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realized I didn’t know anything really” (Bruce, personal communication, December 21, 2017).
Overall, Bruce was pleased with the course but found it to be a little fast paced. “It was fast. It
was quick. We were out to the races right from the beginning with less time for learning and
more like we were just doing it” (Bruce, personal communication, December 21, 2017). Bruce
believes the skills he learned in the course are important and will enable him to advance in his
career. “My goal is to go into management. A lot of being a manager is being able to make
presentations, come up with stats, and come up with everything the software generates” (Bruce,
personal communication, December 21, 2017).
Natalie
Natalie is a 38-year-old Caucasian female who grew up in the Southeast United States.
She is an only child and lives with her elderly parents. She is engaged and not employed but is
looking for work. Natalie’s father has a Bachelor’s Degree in Counseling.
After high school Natalie enrolled in a local community college but “had no idea what
she wanted to do” (Natalie, personal communication, December 22, 2017). She did not choose a
specific course of study. Natalie said, “I didn’t take it (college) seriously and there were no
counselors to tell me what courses to take. I burned through my College Prepaid money and
most classes fell by the wayside because I didn’t need them” (Natalie, personal communication,
December 22, 2017). Natalie attended community college intermittently over the years as “life
circumstances have always forced me in other directions” (Natalie, personal communication,
December 22, 2017). She has to pass two more classes to earn her Associate of Arts (AA)
degree. Natalie plans to return to work full-time once she completes her degree.
In the Fall 2017 semester, Natalie enrolled in two community college classes. A
traditional start, face-to-face, science class and the late start, 12-week, blended section of
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Introduction to Computers and Technology. Both classes are degree requirements but Natalie
was purposeful in her choice. “I knew the science class had a whole bunch of math in it
(something Natalie is not as comfortable with) and I wanted those first few weeks (of the
semester) to solely focus on that (science class) first” (Natalie, personal communication,
December 22, 2017). She continued, “I knew I would be much better at that (the computer class)
and it would be a gentler transition with having those two classes at the same time” (Natalie,
personal communication, December 22, 2017).
Natalie prefers an evening class because she “hates going to school at the community
college during the day with all of the children (students fresh out of high school).” She enjoys
“being in class with other adults” and liked the pace of the course – “even with the science class
studying” (Natalie, personal communication, December 22, 2017). Natalie mentioned, “I like
the hybrid format. I prefer the classroom environment and the social aspect of going in but I also
like managing my time and having some responsibilities (to complete) on my own” (Natalie,
personal communication, December 22, 2017). For Natalie the hybrid course format is
beneficial because “it is important to have somebody I can ask for help if I am stuck on
something, as happened frequently with the projects” (Natalie, personal communication,
December 22, 2017).
Natalie shared she was once passed over for a job promotion and laid off during a
company downsize because she did not have specific software program skills. She stated, “I
need to know these programs and more advanced computer skills that might help me in my
future career” (Natalie, personal communication, December 22, 2017). She explained, “As an
adult, I am much more mindful of what will help my job worth. I know I’ll have to use these
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programs if I go back into the insurance industry. I take learning much more seriously now”
(Natalie, personal communication, December 22, 2017).
Data Analysis
A Priori Questions
For this mixed methods exploratory case study, I gathered both quantitative and
qualitative data. I utilized Creswell and Clark’s (2007) Triangulation Design to collect and
analyze the data separately and then joined the data to better understand nontraditional adult
student’s motivational regulation and reactions to course design in a blended technology course
with a flipped design.
I constructed this mixed methods exploratory case study to answer the following research
questions:
1. In what ways do five nontraditional community college students describe their goals
for participating in a blended technology course with a flipped design prior to the start
of the class?
2. How do these students describe their motivational regulation experiences in a blended
technology course on their responses to the Motivational Regulation Strategies
Questionnaire?
3. How do these students perceive the motivational aspects of the course design as
measured by the Course Interest Survey?
4. In what ways do these students perceive they achieved their described goals at the end
of the course?
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Research Question Responses
Research Question 1: In what ways do five nontraditional community college
students describe their goals for participating in a blended technology course with a
flipped design prior to the start of the class?

Research question one centered on participant goals for participating in a blended
technology course with a flipped design. I read and reviewed the data collected from the
Demographics, Goals, and Interest Survey and the semi-structured interviews. I used constant
comparative analysis to group similar and different data pieces from the written responses and
transcripts (Corbin & Strauss, 2008; Creswell & Clark, 2007; Miles, Huberman & Sladaña,
2014). After two holistic readings of the data, I used open coding to create 18 preliminary
categories. After a third review, I used axial coding to combine categories and created four
themes: 1. Career and business advancement, 2. Degree requirement, 3. Convenience, and 4.
New knowledge. See Table 10 for Participant Goal Themes.
Table 10: Participant’s Goals Themes
Career and Business
Advancement
• Improve computer
skills
• Overcome the fear
of technology
• Become more
computer savvy
• Design
presentations
• Create
spreadsheets

Degree Requirement
• Certificate program
• A.A, B.A, and
M.B.A.
• Earn good grades

Convenience
• Open course
section
• Close to home
• Late registration
• Time control
• Schedule/Start
time
• Socialization &
personal
responsibility

New Knowledge
• Apply to hobby
• Learn
something new
• Enhance
creativity
• Enlightened to
new capabilities
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All five study participants mentioned “Career and business advancement.” “Career and
business advancement” includes the ability to improve computer skills, overcome the fear of
technology, become more computer savvy, create presentations and learn more about
spreadsheets. This theme is consistent with the motivation principle of Andragogical Learning
Theory. If adult learners believe learning a new skill will help them get a promotion or a raise it
motivates them to engage in learning what is necessary to meet their goals (Knowles, Holton, &
Swanson, 2015). Penelope wrote, “I would like to learn more about Microsoft Excel. It would
be helpful for reaching my professional goals” (Penelope, personal communication, Fall 2017).
Natalie stated, “I was let go from a job because I did not know Excel. I hope to learn more about
the program so that doesn’t happen again and so I’m not passed over for a promotion sometime
in the future” (Natalie, personal communication, December 22, 2017). Bruce mentioned, “It will
overall help me in my career” (Bruce, personal communication, Fall 2017). Linda’s goals for
enrollment in the blended technology course included the ability to “overcome the fear of
technology and computers,” “be better connected to the changing world” and provide her a
“knowledge basis sufficient enough to run her own business” (Linda, personal communication,
Fall 2017). Thomas believed the course could help him in his ultimate goal of “starting a nonprofit organization to help troubled LGBT youth in his community” (Thomas, personal
communication, Fall 2017).
After three reviews of the data, the next theme, “Degree Requirement,” was found in all
five participant responses. All of the nontraditional adult learners expressed a goal to earn a
college degree and the Introduction to Computers and Technology course was a required course
in all five participants’ programs of study. At the beginning of the semester Penelope, Natalie,
and Thomas wanted to earn their Associate of Arts (A.A) degree, Bruce wanted to earn his
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Bachelor of Arts (B.A.) degree and Linda wanted to eventually earn her Master of Business
Administration (M.B.A) degree. At the end of the semester, Thomas decided to change his
degree goal to a Bachelor of Arts in Counseling and Human Services.
“Convenience” is the third established theme found within the data responses. Although
required for their degree program, Thomas, Linda, Penelope, and Bruce enrolled in the 12-week,
late start blended course because it fit into their busy schedules. It was also the only open
section on the campus closest to their homes. Natalie chose the late start, blended section
because she felt comfortable with computers and it fit into her schedule. She also wanted to
focus her attention on her science class for the first few weeks of the semester as she thought it
would be much more difficult. Penelope chose the late start, blended section because “it was
open and fit into my work and school schedule. I needed a class that was available after work
and that I could get to on time” (Penelope, personal communication, December 20, 2017).
Socialization, personal responsibility, and control over time were three categories that fell
within the theme of convenience. Bruce mentioned, “When I was reading into it and saw it was
only one day in class and mostly at home – it felt like I could handle that. I can do that (the
work) at home whenever I have the time” (Bruce, personal communication, December 21, 2017).
Natalie stated, “I like having responsibilities on my own but still like the social aspect of going in
(to the classroom)” (Natalie, personal communication, December 22, 2017). Penelope
mentioned, “I like the interaction of the face-to-face but it would be a lot harder (to go to
campus) more than once a week” (Penelope, personal communication, December 20, 2017).
The fourth theme, “New Knowledge”, was prevalent in the five nontraditional
community college student goal descriptions as participants in a blended technology course with
a flipped design. Natalie hoped she would learn new skills to “use in her writing hobby.” She
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wrote, “Although I am relatively good with computers, there is always something new to learn”
(Natalie, personal communication, Fall 2017). Penelope wanted to gain new knowledge to
“better communicate to large groups of people” (Penelope, personal communication, December
20, 2017). Linda has a “passion for creating things” and believed she would gain new
knowledge to assist her. Bruce stated, “I knew I was going to be using the systems and I was
excited to learn what they could do” (Bruce, personal communication, December 21, 2017).
Thomas originally thought the course would be easy but was “enlightened” by all of “the
different things – transitions and stuff” he was exposed to (Thomas, personal communication,
December 21, 2017).

Research Question 2: How do these students describe their motivational regulation
experiences in a blended technology course on their responses to the Motivational
Regulation Strategies Questionnaire?

I used the MRSQ to assess participant use of the eight motivational regulation strategies:
(1) Enhancement of situational interest, (2) Enhancement of personal significance, (3) Selfconsequating, (4) Proximal goal setting, (5) Mastery self-talk, (6) Performance-approach selftalk, (7) Performance-avoidance self-talk, (8) Environmental control. The MRSQ consists of 30
questions. A Likert response scale ranged from 1-5 was used to score each item.
Students responded to the MRSQ twice during the Fall 2017 semester. The first
administration of the questionnaire took place in week six of the course after students completed
the word processing and presentation software units. The second administration of the
questionnaire took place in week eleven of the course after students completed the spreadsheet
and database units of the course. The reason for two administrations of this questionnaire was to
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measure whether or not there was a difference in the motivation regulation strategies students
used when they worked with software they had most likely experienced and those they most
likely had not. Word processing and presentation software are often used in home, work, and
school settings but spreadsheet and database software use is not as common.
After grades had been submitted, I reviewed the MRSQ data collected via Canvas LMS.
I organized the data into an Excel spreadsheet and used descriptive statistics to find total scores
and scale means. I compared individual participant responses on the two MRSQ 1 and MRSQ 2
administrations.
Based on the collected data, I constructed questions to ask participants during semistructured interviews. My goal was to enable participants to use qualitative descriptive
narratives to further explain the quantitative data and help me better understand in what ways
nontraditional adult learners’ use of motivational regulation strategies relate to their perceived
learning experience in a blended technology course with a flipped design.
MRSQ Participant Responses
In the first administration of the MRSQ, Penelope scored the proximal goal setting
motivational regulation strategy highest with a mean score of 4.00 but on the second
administration of the MRSQ she scored it third, with a mean of 3.33, behind mastery self-talk
and enhancement of personal significance. In her electronic journal, Penelope wrote about
“meeting the deadlines,” “taking ownership (of her schedule),” and stated, “I know the deadline.
Why am I not getting it done” (Penelope, personal communication, Fall 2017). She explained
her work strategy of breaking down the coursework into smaller chunks to help her meet her
goals. “On Sunday I could get some of the work done and knew it would be helpful. I use a
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computer all day and it’s hard to get back on after work” (Penelope, personal communication,
December 20, 2017).
As the assignments became more difficult it was evident Penelope would not reach her
goal of obtaining an “A” for the course. She began to regulate her motivation through the use of
mastery self-talk, which she scored highest in the second administration of the MRSQ. In the
use of mastery self-talk students think about or make a list of salient reasons for persisting or
completing a task (Schwinger et al., 2007). Penelope knew “she needed to do better and that she
needed to not quit” (Penelope, personal communication, December 20, 2017). She continued, “I
needed the credit and to stay on schedule (to earn my degree)” (Penelope, personal
communication, December 20, 2017). Penelope also explained, “My mama, she’s passed, would
say, “I want you to do better than what I have done” and I knew I needed to finish. It helped me
commit and it motivated me” (Penelope, personal communication, December 20, 2017).
In the first administration of the MRSQ Penelope rated the performance-avoidance selftalk motivational regulation strategy with a mean score of 2.00. In the second administration of
the MRSQ she rated performance-avoidance self-talk with a mean score of 3.00. This is a 50%
increase in the mean score of the performance-avoidance self-talk motivational regulation
strategy after the second administration of the questionnaire. Performance-avoidance self-talk
emphasizes that students do not want to embarrass themselves due to bad performance
(Schwinger et al., 2007). She shared her company reimburses her for tuition and books if she
makes a grade of “C” or above in the courses she takes. As Penelope worked through the
semester she became more cognizant of the reimbursement policy. She knew she had to pass the
course but when she moved midway through the semester she fell behind in her coursework.
She lost her internet connection and “it took longer than expected to get it up and running”
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(Penelope, personal communication, December 20, 2017). Penelope blames herself for not doing
as well as she had wanted. She mentions, “the course wasn’t too hard it was just a personal or
inside thing. It was my own problem with doing it (the assignments)” (Penelope, personal
communication, December 20, 2017).
Although Penelope rated the environmental control motivational regulation strategy
lowest in both the first and second administration of the MRSQ she mentioned several references
about her preferred learning environment in her interview. When students implement
environmental control they arrange their work environment to be most beneficial to their
learning needs (Schwinger et al., 2007). Penelope stated, “I like the interaction of the face-toface but if I had to go to campus more than once a week it would be a lot harder” (Penelope,
personal communication, December 20, 2017). She also shared, “In class you can get more work
done. I feel like I need that F2F because it’s been awhile since I’ve been in school” (Penelope,
personal communication, December 20, 2017). See Table 11 to view Penelope’s ratings on both
administrations of the motivational regulation strategies questionnaire.
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Table 11: Penelope’s MRSQ ratings
Penelope
Motivational Regulation Strategies
MRSQ Administration 1
Total
Mean
Score
Score

Motivational Regulation Strategies
MRSQ Administration 2
Total
Mean
Score
Score

Proximal goal setting

12

4.00

Mastery self-talk

15

3.75

Self-consequating

11

3.75

Enhancement of
personal significance

11

3.67

15

3.00

Proximal goal setting

10

3.33

9

3.00

Self-consequating

13

3.25

12

3.00

16

3.20

14

2.80

9

3.00

6

2.00

14

2.80

6

2.00

7

2.33

Enhancement of
situational interest
Enhancement of
personal significance
Mastery self-talk
Performance approach
self-talk
Performance
avoidance self-talk
Environmental control

Performance approach
self-talk
Performance
avoidance self-talk
Enhancement of
situational interest
Environmental control

In both administrations of the MRSQ Thomas scored the enhancement of personal
significance motivational regulation strategy highest with a mean score of 5.00. In the use of the
enhancement of personal significance motivational regulation strategy students establish
relationships between the tasks they do and their individual interests, preferences and life
(Schwinger et al., 2007). Thomas stated, “It (this class) is important in keeping my life going.
To get the degree I want and ultimately to do what I want – earn a B.A. degree in Counseling and
Human Services by the time I’m 40” (Thomas, personal communication, December 21, 2017).
Thomas also scored the proximal goal setting motivational regulation strategy with a
mean of 4.67 in both questionnaire administrations. Thomas broke his coursework into chunks
and established a routine to ensure he was able to complete all of his assignments. He shared, “I
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would get up early, eat breakfast, go to work, come home and do my work” (Thomas, personal
communication, December 21, 2017).
Thomas would sometimes reward himself when he completed an assignment. He would
tell himself, “ Okay, I have to get one (assignment) finished and then I can go out for a drink”
(Thomas, personal communication, December 21, 2017). Although rated lower by Thomas on
both administrations of the MRSQ, this is a use of the self-consequating motivational regulation
strategy. In this strategy, students identify and administer extrinsic reinforcement for reaching
identified goals associated with the completion of a task.
In the first administration of the MRSQ Thomas rated the performance-avoidance selftalk motivational regulation strategy with a mean score of 4.00. In the second administration of
the MRSQ he rated performance-avoidance self-talk with a mean score of 3.00. This is a 25%
decrease in the mean score for the performance-avoidance self-talk strategy. Thomas explained,
“As the course went on I became more confident. I asked questions if I had them. I was able to
help people – like that one girl in my row. She needed help, so I helped her” (Thomas, personal
communication, December 21, 2017).
Thomas scored the mastery self-talk motivational regulation strategy with a mean score
of 3.75 on the first administration of the MRSQ and with a 5.00 mean score on the second
administration of the questionnaire. This is a 33.3% increase in the mean score. Thomas shared,
“By the middle (of the semester) I started taking it (the class) a little more seriously and I was
worried about my grade. I would remind myself of where I want to be. Remind myself about
the future” (Thomas, personal communication, December 21, 2017). He continued, “I used
mainly encouraging words. This is all just starting and I’ve got to keep myself pushing forward.
Whatever can give me that extra boost – I’ll take it. I’ll think about it and I’ll say it to myself”
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(Thomas, personal communication, December 21, 2017). See Table 12 to view Thomas’ ratings
on both administrations of the motivational regulation strategies questionnaire.

Table 12: Thomas’ MRSQ ratings
Thomas
Motivational Regulation Strategies
MRSQ Administration 1
Total
Mean
Score
Score
Enhancement of
15
5.00
personal significance

Motivational Regulation Strategies
MRSQ Administration 2
Total
Mean
Score
Score
Enhancement of
15
5.00
personal significance

Proximal goal setting

14

4.67

Mastery self-talk

20

5.00

23

4.60

Proximal goal setting

14

4.67

21

4.20

23

4.60

12

4.00

22

4.40

Self-consequating

15

3.75

Environmental control

12

4.00

Mastery self-talk

15

3.75

Self-consequating

13

3.25

Environmental control

10

3.33

Performance
avoidance self-talk

9

3.00

Enhancement of
situational interest
Performance approach
self-talk
Performance
avoidance self-talk

Performance approach
self-talk
Enhancement of
situational interest

In the first administration of the MRSQ, Linda scored enhancement of personal
significance as the fifth most used motivational regulation strategy with a mean of 2.67. In the
second administration, she scored enhancement of personal significance as the most often used
motivational regulation strategy with a mean score of 4.00. This is a 50% increase in the mean
score. Linda explained, “Word was much, much easier than Excel and Access, but I really
wanted to learn Excel and Access (completed after the first administration of the MRSQ)
because I knew it was something that I’m going to need to know” (Linda, personal
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communication, December 22, 2017). She continued, “I think my interest in learning those
programs helped me focus more on them because I wanted to know how to do it – the formulas
and things like that” (Linda, personal communication, December 22, 2017).
Linda scored the mastery self-talk motivational regulation strategy with a mean of 2.75 in
the first administration of the MRSQ and a 3.75 in the second administration of the MRSQ. This
is a 36% increase in the mean score. Linda said, “As the course went on I got more comfortable
and was able to piece it together. It wasn’t as alarming as it was in the beginning. I knew the
process and how things worked. I could talk myself through it” (Linda, personal communication,
December 22, 2017).
In both administrations of the MRSQ, Linda scored the motivational regulation
environmental control strategy as second highest. She utilized the computer lab often and went
to the library several times throughout the semester. Linda described her home as “a pretty quiet
place” but mentioned she was careful to lessen distractions so she could “really focus” on her
assignments. She was purposeful in her efforts to “carve out time” and “make herself
comfortable” to do her coursework. When it was time to work, Linda stayed away from the TV
room in her house because “I would watch the TV instead of doing my assignments and would
waste the time that I had saved to get them done” (Linda, personal communication, December
22, 2017).
Linda scored the performance approach self-talk motivational regulation strategy with a
mean of 3.2 on both administrations of the MRSQ. Performance approach self-talk is positively
related to students’ classroom performance and highlights the importance of learning outcomes
(e.g., good grades) (Schwinger et al., 2007). She said, “I wanted a “B” and I didn’t have that
going into the final exam. Then I took my final. After I was done you asked how I did. I told
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you I got an 86” (Linda, personal communication, December 22, 2017). She continued, “You
told me it was the highest (final exam) grade in the class. I was so happy. I drove home blasting
my music. I was just so ecstatic. I worked hard and got my “B” (Linda, personal
communication, December 22, 2017).
Although not scored high in either of the MRSQ administrations, performance-avoidance
self-talk was an important motivational regulation strategy for Linda. She stated, “I did not
want to tell my baby that I failed or quit. I did not want her to see me give up. Don’t get me
wrong, it was definitely for me too but I just couldn’t do that (tell her child she failed, quit, or
gave up)” (Linda, personal communication, December 22, 2017). Linda’s ratings for each of the
motivational regulation strategies on both administrations of the MRSQ appear in Table 13.
Table 13: Linda’s MRSQ ratings
Linda
Motivational Regulation Strategies
MRSQ Administration 1
Total
Mean
Score
Score

Motivational Regulation Strategies
MRSQ Administration 2
Total
Mean
Score
Score
Enhancement of
12
4.00
personal significance

Proximal goal setting

12

4.00

Environmental control

11

3.67

Environmental control

12

4.00

Performance approach
self-talk

16

3.20

Mastery self-talk

15

3.75

Mastery self-talk

11

2.75

Proximal goal setting

10

3.33

Enhancement of
personal significance

8

2.67

16

3.20

Self-consequating

9

2.25

13

2.60

5

1.67

Self-consequating

8

2.00

7

1.40

Performance
avoidance self-talk

6

2.00

Performance
avoidance self-talk
Enhancement of
situational interest

Performance approach
self-talk
Enhancement of
situational interest

119
Bruce scored the performance-approach self-talk and the environmental control
motivational regulation strategies highest in both administrations of the MRSQ (see Table 14).
Like Penelope, Bruce’s company reimburses him for tuition and books if he receives a “C” or
higher in his college courses. The reimbursement agreement, and the fact it was his first
semester as a college student, were strong motivational factors for Bruce. He stated, “I knew
that I could not fail. It was my first class and (I) just could not fail. My job pays for my school
and I was like there is no way – I’m not paying for this” (Bruce, personal communication,
December 21, 2017).
Bruce incorporated the environmental control motivational regulation strategy and
rearranged his learning location “so I could focus on doing the work where it was quiet and I
wasn’t distracted” (Bruce, personal communication, December 21, 2017). Bruce explained
further, “I knew I just really needed to focus and make some time for this class. I knew I had to
catch up and just keep going” (Bruce, personal communication, December 21, 2017). He
developed a schedule, set aside specific time each week to work on his assignments, and
incorporated the business computer lab services into his course completion plan. The business
computer lab is a free service provided by the community college and employs tutors specifically
assigned to assist students enrolled in the Introduction to Computers and Technology class.
Bruce stated, “I made time for myself. I had Thursdays and Fridays off so I would go to the lab.
I used those days to do my projects and get my work done” (Bruce, personal communication,
December 21, 2017).
On the first administration of the MRSQ, Bruce rated the enhancement of situational
interest motivational regulation strategy with a mean score of 3.8. On the second administration
of the MRSQ, he rated the enhancement of situational interest motivational regulation strategy
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with a mean score of 2.8. This is a 26% decrease in the mean scores for the enhancement of
situational interest motivational regulation strategy. Bruce explained the decrease in his use of
this strategy:
“Well, Word and PowerPoint were softwares that I had used before. So it was a lot more
fun because I had seen it and could make it more fun. I had seen Excel before but had never
used it and Access I had no clue about so I had no idea how to make it more fun. I was just
trying to get my work done and get something finished. That’s what I was focused on toward the
end” (Bruce, personal communication, December 21, 2017).
Bruce’s ratings for each of the motivational regulation strategies on both administrations
of the MRSQ appear in Table 14.
Table 14: Bruce’s MRSQ ratings
Bruce
Motivational Regulation Strategies
MRSQ Administration 1
Total
Mean
Score
Score
Performance-approach
21
4.20
self-talk

Motivational Regulation Strategies
MRSQ Administration 2
Total
Mean
Score
Score
Performance-approach
21
4.20
self-talk

Environmental control

12

4.00

Environmental control

12

4.00

Enhancement of
situational interest

19

3.80

Mastery self-talk

16

4.00

Mastery self-talk

15

3.75

Enhancement of
personal significance

10

3.33

Enhancement of
personal significance

11

3.67

Self-consequating

13

3.25

Self-consequating

13

3.25

Proximal goal setting

9

3.00

Proximal goal setting

9

3.00

14

2.80

Performanceavoidance self-talk

7

2.33

7

2.33

Enhancement of
situational interest
Performanceavoidance self-talk
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Natalie scored the mastery self-talk, performance-approach self-talk, and environmental
control motivational regulation strategies with a mean of 5.00 on both administrations of the
MRSQ. When asked if she thought or said anything (mastery self-talk) to herself while she
worked through the course, Natalie described herself as a “no-nonsense person when it comes to
getting things done” (Natalie, personal communication, December 22, 2017). She said, “I look
at it as I have to get it done so I tell myself to get it done. I approach it straightforward and
logically. Follow step one, follow step two, follow step three and so on” (Natalie, personal
communication, December 22, 2017).
Natalie was cognizant of her age and very focused on her grade throughout the semester.
These are both direct indications of the use of the performance-approach self-talk motivational
regulation strategy. She explained, “As far as my work ethic, it has changed. I’m 38 now and I
don’t have the time these kids fresh out of high school have. They have the rest of their lives to
do this but I don’t” (Natalie, personal communication, December 22, 2017). She went on,
“Grades are very much a matter of self-esteem. They (traditional aged college students) don’t
have the personal drive to keep up their grade point average –at least I didn’t. They don’t
understand the reflection that their grades have on them” (Natalie, personal communication,
December 22, 2017).
Environmental control was also an important motivational strategy for Natalie throughout
the semester. She provided, “I always tried to make sure I had a quiet atmosphere to work – as
quiet as I could possibly get” (Natalie, personal communication, December 22, 2017). Natalie
also mentioned, “My family was supportive and accommodating. I had to work on the computer
out in the middle of the house and I stressed the importance of the fact that I needed quiet to
work” (Natalie, personal communication, December 22, 2017).
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In the first administration of the MRSQ, Natalie scored the enhancement of situational
interest motivational regulation strategy with a mean score of 3.00. On the second
administration of the MRSQ Natalie scored enhancement of situational interest with a mean
score of 4.00. This is a 33.3% increase in the mean score for the enhancement of situational
interest motivational regulation strategy. Natalie explained the reasons for the increase as, “It
(the course content) was more challenging in the end. Once I actually realized I could do so
many more things, even with the software (Word) I already had experience with, I was super
interested in it” (Natalie, personal communication, December 22, 2017). She went on, “I had no
idea you could be so artistic with these programs. Once I realized that, my interest level peaked
and I applied that creativity to the final project” (Natalie, personal communication, December 22,
2017). Natalie also recognized the relationship of the later learned program skills to her career
goals. She commented, “I’ll have the Excel and Access skills I need when it comes time for that
promotion” (Natalie, personal communication, December 22, 2017). Natalie’s ratings for each
of the motivational regulation strategies on both administrations of the MRSQ appear in Table
15.
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Table 15: Natalie’s MRSQ ratings
Natalie
Motivational Regulation Strategies
MRSQ Administration 1
Total
Mean
Score
Score

Motivational Regulation Strategies
MRSQ Administration 2
Total
Mean
Score
Score

Mastery self-talk

20

5.00

Mastery self-talk

20

5.00

Performance-approach
self-talk

25

5.00

Performance-approach
self-talk

25

5.00

Environmental control

15

5.00

Environmental control

15

5.00

Enhancement of
personal significance

13

4.33

Enhancement of
personal significance

15

5.00

Proximal goal setting

12

4.00

Self-consequating

17

4.25

Self-consequating

15

3.75

Proximal goal setting

12

4.00

15

3.00

20

4.00

9

3.00

11

3.67

Enhancement of
situational interest
Performanceavoidance self-talk

Enhancement of
situational interest
Performanceavoidance self-talk

Summary of MRSQ Participant Responses
In the first administration of the MRSQ, two of the five participants scored proximal goal
setting as the most used motivational regulation strategy. Two others scored performanceapproach self-talk highest. One participant scored enhancement of personal significance as the
most used motivational regulation strategy. Two of the five participants scored environmental
control as the second most used motivational regulation strategy. Three of the five participants
scored enhancement of situational interest as the third most used motivational regulation
strategy. Four of the five participants scored self-consequating as one of the lowest and least
used of the motivational regulation strategies. See Table 16 for MRSQ administration one
results of ranked motivational regulation strategies for all five participants.
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Table 16: MRSQ Administration One Summarization.
MRS Rankings

1

Mastery self-talk

N (5.00)

Proximal goal setting

P (4.00)
L (4.00)

Self-consequating

2

T (4.67)

4

P (3.00)

L (2.75)
B (3.75)

T (5.00)

N (4.33)

B (4.20)
N (5.00)

N (5.00)

6

T (3.75)
L (2.25)
B (3.25)
N (3.00)

P (3.00)

L (2.67)
B (3.67)

L (3.67)
B (4.00)

8

B (3.00)

P (3.00)
T (4.60)
B (3.80)

L (3.20)

7

T (3.75)

N (3.75)

Performanceavoidance self-talk
Environmental
control

5

N (4.00)

P (3.75)

Enhancement of
situational interest
Enhancement of
personal significance
Performanceapproach self-talk

3

L (1.40)

P (2.80)
T (4.20)
P (2.00)
T (4.00)
N (3.00)

L (1.67)

P (2.00)

T (3.33)

B (2.33)

* MRSs are ranked from utilized most often (1) to least often (8). Mean scores for each
participant’s MRS rankings are in parenthesis next to the first letter of their name.
** All names are pseudonyms
P = Penelope, T = Thomas, L = Linda, B = Bruce, N = Natalie

In the second administration of the MRSQ, three of the five participants scored mastery
self-talk and enhancement of personal interest as the most used motivational regulation
strategies. Two of the five participants ranked mastery self-talk as the second most used
motivational regulation strategy. Three of the five participants ranked proximal goal setting as
the third most used strategy. In the second administration of the questionnaire, four of the five
participants scored performance-avoidance self-talk as the lowest and least used motivational
regulation strategy. See Table 17 for MRSQ administration two results of ranked motivational
regulation strategies for all five participants.
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Table 17: MRSQ Administration Two Summarization
MRS Rankings
Mastery self-talk

1

2

P (3.75)
T (5.00)
N (5.00)

L (3.75)
B (4.00)

Proximal goal setting

T (4.67)

Self-consequating

N (4.25)

Enhancement of
situational interest
Enhancement of
personal significance
Performanceapproach self-talk
Performanceavoidance self-talk
Environmental
control

3

P (3.33)
L (3.33)
N (4.00)

P (3.67)

5

8

T (4.40)

L (2.60)

L (3.20)

P (3.20)

B (2.80)

P (2.80)

P (3.00)
L (2.00)

T (3.00)
B (2.33)

B (3.33)
T (4.60)

B (4.00)

7

T (3.25)
L (2.00)

N (3.67)
L (4.00)
N (5.00)

6

B (3.00)
P (3.25)
B (3.25)

N (4.00)
T (5.00)
L (4.00)
N (5.00)
B (4.20)
N (5.00)

4

T (4.00)

P
(2.33)

* MRSs are ranked from utilized most often (1) to least often (8). Mean scores for each
participant’s MRS rankings are in parenthesis next to the first letter of their name.
** All names are pseudonyms
P = Penelope, T = Thomas, L = Linda, B = Bruce, N = Natalie

Research Question 3: How do these students perceive the motivational aspects of
the course design as measured by the Course Interest Survey?

I used the Course Interest Survey (CIS) to assess participant reactions to instructor-led
instruction and their motivation in regard to a particular course (Keller, 2010). The survey
contains 34 questions and measures the four subscales of the ARCS model: (1) attention, (2)
relevance, (3) confidence and (4) satisfaction. A Likert response scale ranged from 1-5 was used
to score each item.
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Students responded to the CIS once in week 12 of the Fall 2017 semester. After grades
had been submitted, I reviewed the CIS data collected via the anonymous tool in Canvas LMS. I
organized the collected data into an Excel spreadsheet and used descriptive statistics to find total
scores and scale means.
I constructed semi-structured interview questions based on the collected data. I
combined the quantitative data and the qualitative descriptive narratives to further explain how
these five nontraditional community college students perceived the motivational aspects of the
course design in a blended core technology course with a flipped design.
CIS Responses
Penelope scored relevance with a 37/45 possible points. For Penelope, this was the
highest of the four ARCS subgroups with a mean score of 4.11. Penelope found immediate
work-related applications for the authentic job-related examples and assignments completed
within the course. In her electronic journal she wrote, “Excel knowledge is a great skill to have,
especially for workplace matters and organizational and statistical reasons” (Penelope, personal
communication, Fall 2017). She also mentioned, “It’s important with what I do for work. I need
to know how to do formulas and things like that for tracking information. Even today, I had to
format cells (in Excel) and I was like ”Oh, we did this in class” (Penelope, personal
communication, December 20, 2017).
Penelope scored attention and confidence as being of equal importance with mean scores
of 3.38. To help build students’ confidence instructors or designers provide clear expectations
for success, differentiate instruction and activities based on student skill levels, and provide
learners with as much personal control as possible over their own learning (Keller, 2010). In her
interview Penelope stated, “I’m more confident. I still have opportunities to learn but I am
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definitely more confident than I was when first going in” (Penelope, personal communication,
December 20, 2017). She also mentioned, “My confidence has grown. Even today I was like,
“Oh, I like this (job-related Excel task) because I know it now. I’m excited to use it even more
going forward in my LDP program” (Penelope, personal communication, December 20, 2017).
Although, satisfaction was scored with a mean of 3.00 and ranked the lowest of the four
subgroups Penelope thought the course was “good.” She was disappointed in her grade as her
initial goal was to earn an “A” in the class. Penelope passed the course but she explained, “I
didn’t finish the way I wanted to. I had everything I needed to succeed. It was good guidance
and well structured – but it was my own problem with getting things done. It (the grade) was all
on me as an individual” (Penelope, personal communication, December 20, 2017). Table 18
shows Penelope’s CIS survey scores.
Table 18: Penelope’s CIS Survey Scores
Penelope
CIS Survey
Relevance
Attention
Confidence
Satisfaction

Total Score
37
27
27
27

Mean Score
4.11
3.38
3.38
3.00

Thomas rated relevance highest of the four ARCS subgroups with satisfaction as a close
second. He believes the skills and information he learned in the course will be “highly relevant”
in his future courses and in the achievement of his career goals. He stated, “I’m going to have to
use this (the software skills) and it will be a lot easier now that I know how to do it” (Thomas,
personal communication, December 21, 2017). He continued, “I actually had a great class. I
like to challenge myself on things that I don’t know and it’s (the learned information) going to be

128
very beneficial. It’s going to be helpful and I’m very happy with my grade” (Thomas, personal
communication, December 21, 2017).
Thomas rated confidence third among the ARCS subgroups. He shared, “My confidence
level was probably about a five coming into the class but now it’s up to an eight. I’m confident
in the material I learned – confident enough to help other people around me in class” (Thomas,
personal communication, December 21, 2017). Although Thomas scored attention lowest of the
four subgroups he was active in his pursuit to gain new knowledge when presented with a
problem he did not know. This is a direct relation to inquiry arousal, one of the three
subcategories that make up the attention subgroup in the ARCS model. He explained, “I like to
challenge myself especially on things that I don’t know. So I Googled – I Googled the hell out
of it – if I didn’t know the answer” (Thomas, personal communication, December 21, 2017).
Table 19 shows a summary of Thomas’ CIS survey scores.
Table 19: Thomas’ CIS Survey Scores
Thomas
CIS Survey
Relevance
Satisfaction
Confidence
Attention

Total Score
42
41
33
30

Mean Score
4.67
4.56
4.13
3.75

Linda also rated relevance highest on the CIS survey. She stated, “This (the course) is
beyond valuable because this, computers and technology, is basically at the core of running the
world at this point in time” (Linda, personal communication, December 22, 2017). Linda rated
satisfaction second highest. At the beginning of the class Linda was “scared” and thought she
“wasn’t going to make it” because everything was new and foreign to her. She explained, “I set a
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goal and I met it. I don’t know the words to explain my happiness because being a working
adult, a mom, and also a caregiver to my mother – it’s tough. I got a “B,” I’m ecstatic” (Linda,
personal communication, December 22, 2017).
Linda rated confidence third in the ARCS subgroups with a mean score of 3.13. She
exclaimsed, “My confidence has definitely risen. It’s not to the level I want it to be but it has
risen. I am more confident and I understand the world of computers and technology a lot more”
(Linda, personal communication, December 22, 2017). Linda rated the attention subcategory
lowest on the CIS survey. She suggested the addition of “topic points” to help build or enhance
student attention. For “topic points” the instructor would write a topic on the board or display it
via the projector. In small groups, students discuss the topic as it relates to the course. Linda
claimed “topic points gives students the opportunity to create in-person dialogue and share in
information that you may not know” (Linda, personal communication, December 22, 2017). She
continued, “It’s the only thing I can think of to add” (Linda, personal communication, December
22, 2017). Table 20 shows a summary of Linda’s CIS survey scores.

Table 20: Linda’s CIS Survey Scores
Linda
CIS Survey
Relevance
Satisfaction
Confidence
Attention

Total Score
38
35
25
19

Mean Score
4.22
3.89
3.13
2.38

Bruce rated the ARCS subgroup satisfaction highest with a mean score of 3.67. He
explained, “From where I started to where I ended, I think it was good. I felt a self-satisfaction
for myself just knowing that I made it. I feel accomplished” (Bruce, personal communication,

130
December 21, 2017). Bruce scored confidence with a mean of 3.63 and relevance with a 3.56.
He stated, “I feel a lot more confident using the systems now” (Bruce, personal communication,
December 21, 2017). He continued, “My managers use the systems in meetings to see where the
money is going. Now I’ve learned it and when I see it I understand what they’re doing” (Bruce,
personal communication, December 21, 2017).
Bruce scored attention the lowest of the ARCS subgroups with a mean of 3.00. He found
some of the project steps difficult to understand and took several actions to ensure he was able to
accomplish his learning goals. Bruce’s actions helped stimulate and sustain his interest in
learning and can be connected to the three attention subcategories (1) perceptual arousal, (2)
inquiry arousal, and (3) variability (Keller, 2010). Toward the middle of the semester, Bruce
changed his learning environment and visited the business computer lab each week – perceptual
arousal. The lab employs tutors specifically assigned to the Introduction to Computers and
Technology students. He returned to the SIMnet simulation tutorials with the intention of
learning the knowledge required to complete his assignments – inquiry arousal. Bruce also
utilized the option to go back, correct errors, and resubmit projects he did not score 100% on –
variability. Table 21 shows a summary of Bruce’s CIS survey scores.
Table 21: Bruce’s CIS Survey Scores
Bruce
CIS Survey
Satisfaction
Confidence
Relevance
Attention

Total Score
33
29
32
24

Mean Score
3.67
3.63
3.56
3.00
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Natalie scored satisfaction highest of the four ARCS subgroups with a mean of 5.0.
Natalie exclaimed, “I’m very satisfied. Extremely satisfied. I got an “A” and was treated like an
adult (in this class) this semester. I’m very, very satisfied” (Natalie, personal communication,
December 22, 2017). Natalie scored relevance as the second highest subgroup with a mean
score of 4.89. She mentioned, “These software programs are being used more often in the
workplace” (Natalie, personal communication, December 22, 2017). Natalie explained further,
“Even my fiancé who works for the county flushing hydrants uses Excel spreadsheets to input
numbers now. It seems like these (software) programs are creeping more and more into these
jobs that never had them before” (Natalie, personal communication, December 22, 2017). In
order to be successful in the workplace Natalie maintained, “You have to have that foundation of
how they (the programs) work and develop an understanding that they are relevant” (Natalie,
personal communication, December 22, 2017).
Natalie rated confidence lowest of the four subgroups with a mean score of 4.50 – only a
.50 difference from satisfaction, her highest rated subgroup. Natalie mentioned, “I’m much more
confident in the programs I’ve learned. I have a foundation now and even if the information is
lost over time I know it’s back there” (Natalie, personal communication, December 22, 2017).
She continued, “It’s like riding a bicycle. Once I find it again and utilize it a few times, I’ll be
off down the road” (Natalie, personal communication, December 22, 2017). Table 22 shows a
summary of Natalie’s CIS survey scores.

132
Table 22: Natalie’s CIS Survey Scores
Natalie
CIS Survey
Satisfaction
Relevance
Attention
Confidence

Total Score
45
44
37
36

Mean Score
5.00
4.89
4.63
4.50

Summary of CIS Survey Responses
Penelope, Thomas, and Linda all scored relevance as the highest ARCS subgroup. They
each recognized the authentic job-related examples and assignments connected to their personal
goals for the course and to their employment goals. Bruce and Natalie also expressed the
importance of relevance but did not score this ARCS subgroup highest on the survey.
Two of the five participants, Penelope, and Bruce rated confidence as being second
highest on the CIS. They specifically mentioned their improvement. They each acknowledged
they had little experience and computer knowledge when they first came to the class. All five
participants recognized how much they had learned upon class completion. Bruce spoke of his
knowledge growth and rated confidence a very close second on the CIS. Linda, Thomas,
Penelope, and Bruce specifically voiced the need to continue their pursuit of software program
knowledge and plan to utilize the textbook to further develop their skills.
Two of the participants, Bruce and Natalie, rated satisfaction highest on the CIS. Two
others, Linda and Thomas, rated satisfaction as the second highest subgroup on the CIS.
Penelope ranked satisfaction lowest on her CIS because she felt she could have done more to
earn a higher grade in the course.
Three of the five participants, Thomas, Linda and Bruce, scored attention as the lowest
subgroup on the CIS. Linda recommended adding “topic points” to sustain student’s attention.
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Bruce implemented all three of the attention subcategories in order to sustain his interest and
achieve his course goals. Thomas utilized Google to find new knowledge and resolve problems
as he progressed through the course. This is directly related to inquiry arousal, a subcategory
within the attention subgroup in the ARCS model. Table 23 shows the summarization of the
participants’ CIS survey scores.

Table 23: CIS Survey Score Summarization
CIS Subgroup Rankings

1

Attention

Relevance

P (4.11)
T (4.67)
L (4.22)

Confidence
Satisfaction

B (3.67)
N (5.00)

2

3

4

P (3.38)

N (4.63)

T (3.75)
L (2.38)
B (3.00)

N (4.89)

B (3.56)

P (3.38)
B (3.63)
T (4.56)
L (3.89)

T (4.13)
L (3.13)

N (4.50)

P (3.00)

* CIS subgroups are ranked from utilized most often (1) to least often (4). Mean scores for each
participant’s CIS rankings are in parenthesis next to the first letter of their name.
** All names are pseudonyms
P = Penelope, T = Thomas, L = Linda, B = Bruce, N = Natalie

Research Question 4: In what ways do these students perceive they achieved their
described goals at the end of the course?

I used constant comparative analysis (Corbin & Strauss, 2008) to review the data and
understand in what ways five nontraditional community college adult learners perceived they
achieved their described goals in a blended core technology course with a flipped design. The
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four original themes related to participant goals were 1. Career and Business Advancement, 2.
Degree Requirement, 3. Convenience, and 4. New Knowledge. After I read, reread, and
reviewed the data a third time I discovered eight new categories, related to participants’
perceived goal achievement, emerged after students began their course activities. I added the
first category, “resources,” to the “New Knowledge” theme as all five participants expressed the
use of the business computer lab services and/or the course textbook helped increase their
knowledge.
In my final analysis of the data, I discovered seven specific categories related to
participant perceptions of their goals achievement. I labeled these categories (1) Student respect,
(2) Instructor approachability, (3) Acknowledgement of completing responsibilities and/or
barriers to adult learners (4) Patience, (5) Ability to explain concepts without demeaning
students, (6) Creation of a safe, well managed, positive learning environment, and (7)
Communication. I combined the seven categories and created a fifth theme, “Instructor
Influence.” Four of the five study participants perceived instructor influence as being an essential
component in their ability to reach their described course goals.
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Table 24: Students’ Perceived Goal Achievement Themes
Career and
Business
Advancement
• Improve
computer
skills
• Overcome
the fear of
technology
• Become
more
computer
savvy
• Design
presentation
s
• Create
spreadsheets

Degree
Requirement

Convenience

New
Knowledge

Instructor Influence

• Certificat
e program

• Open course
section

• Apply to
hobby

• Respect

• A.A, B.A,
and
M.B.A.
• Earn good
grades

• Close to
home

• Learn
something
new
• Enhance
creativity

• Approachability

• Late
registration

• Time control
• Schedule/Star
t time
• Socialization
& personal
responsibility

• Enlightene
d to new
capabilities
• Resources

• Acknowledgemen
t of competing
responsibilities
and/or barriers to
adult learners
• Patience
• Ability to explain
concepts without
demeaning
students
• Creation of a safe
and positive
learning
environment
• Communication

All five study participants indicated the course provided them with necessary skills to
advance their career and business goals. Bruce stated, “ My (career) goal is to go into
management and now I know and have experienced the tools they use. It is going to be
important and I know for sure that I’m going to need it” (Bruce, personal communication,
December 21, 2017). Linda remarked, “I’ll use these skills to build the infrastructure of my
business. All of the programs, that help me make spreadsheets, databases, presentations and
advertise will be used” (Linda, personal communication, December 22, 2017). Natalie
mentioned, “I know at some point I’ll have to use Excel again and quite possibly Access too, if I
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decide to go back into the insurance industry. And when it comes time for that promotion, I have
the skills I did not have before” (Natalie, personal communication, December 22, 2017).
Thomas commented, “These skills are very beneficial not only for my future career but also in
my current video business. I can now use the programs to get documents ready, keep contacts
together, track money, and create release forms” (Thomas, personal communication, December
21, 2017). Penelope also said, “I have to do a presentation for the executive leaders as part of
my leadership development program. Now I know how to do that – it’s another way I can use
the skills I’ve learned in my career” (Penelope, personal communication, December 20, 2017).
The Introduction to Computers and Technology course is a required course in all five
participants’ programs of study. Students must demonstrate computer proficiency by earning a
grade of “C” or better in the course. All five participants obtained scores high enough to earn
credit toward their goals of earning a certificate or degree. Four of the five students were happy
with their final grades. Natalie exclaimed, “I was focused on getting a good grade the whole
time. Going into the final I had a 96%. I was doing awesome” (Natalie, personal
communication, December 22, 2017). Thomas also mentioned, “I’m hard on myself when it
comes to grades. I want to keep control of them. I strive to get the best I can. I’m happy with
my grade but it’s definitely something you have to work to earn” (Thomas, personal
communication, December 21, 2017). However, even though Penelope passed the class she felt
she could and should have done better. She said, “I didn’t finish the way I had wanted to. I had
everything I needed to succeed but it was just my own problem of (not) doing it” (Penelope,
personal communication, December 20, 2017).
All five participants found the course convenient as it worked well with their busy work
and life schedules. Thomas said, “It was comfortable for me, for my time, for my schedule and
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the work I had to do. It wasn’t too hard. It wasn’t too much. You just had to do the work”
(Thomas, personal communication, December 21, 2017). Natalie stated, “I liked the pace of the
course. It kept me on my toes” (Natalie, personal communication, December 22, 2017). Bruce
was pleased with the course but thought, “It was fast. It was quick. It seemed like there was less
time for learning and more like we were just doing it but I got it done” (Bruce, personal
communication, December 21, 2017).
The social interaction aspect of the blended course was beneficial in helping participants
achieve their goal of completing the blended core technology course required for their programs
of study. Natalie stated, “…the social aspect helps too because you can ask your neighbor (if
you need help). I liked that it was not forced. We had the option of asking each other and could
decide whether or not to talk” (Natalie, personal communication, December 22, 2017). Linda
also mentioned, “we definitely helped each other at times. It was “cool that I was learning this
stuff and could help them (the people sitting next to her)” (Linda, personal communication,
December 22, 2017). Thomas said, “…I liked coming to class. I wanted to be there. I felt really
comfortable in the environment with the other students and the synergy of the classroom”
(Thomas, personal communication, December 21, 2017).
After I reviewed the data, via constant comparative analysis (Corbin & Strauss, 2008), of
in what ways do these participants perceive they achieved their goals for this course, I discovered
all five students mentioned they gained, and will apply the new knowledge they had learned.
Linda stated, “I like the knowledge that was offered. I like that it was something that was new
and that I could learn and actually use” (Linda, personal communication, December 22, 2017).
Bruce also recognized he increased his previous knowledge and gained new knowledge. He
stated, “The assignments exposed me to the different systems and I have learned so many new
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skills. I probably still need help with some of the programs but at least it opened my eyes to
what is possible” (Bruce, personal communication, December 21, 2017). Natalie had never used
PowerPoint or Access software before the course and was completely unfamiliar with either
program. She said, “I learned the basics. I can build presentations and create and work with
databases. I can now use them and utilize them if I ever need to” (Natalie, personal
communication, December 22, 2017). Penelope had not experienced some of the software
either. She concurred, “I learned a lot and it was valuable because I had no prior knowledge
(about the programs). It was interesting because I knew it was my opportunity to learn new
software programs” (Penelope, personal communication, December 20, 2017). Thomas claimed,
“Before this class, I never knew about formulas or all the functions in Word. I definitely came in
with a lot less than I know now” (Thomas, personal communication, December 21, 2017).
Bruce, Linda, Penelope, and Thomas perceived the required textbook and the lab were
important resources to help them achieve their course goals. “That big book actually was my
Bible for the course” (Thomas, personal communication, December 21, 2017). Linda
acknowledged, “I really did use our big book a lot. I really, really did because you do have to go
back sometimes and read over it” (Linda, personal communication, December 22, 2017). Bruce
said, “I would go to the lab. I made it a priority to go there so I could keep up with the
assignments and work” (Bruce, personal communication, December 21, 2017). These
participants also believe the textbook will be advantageous in achieving their future goals as
well. Penelope declared, “I have the book and I'm able to reflect back if that makes sense. I'm
excited with what I have for the future” (Penelope, personal communication, December 20,
2017). Linda mentioned, “I have kept my book. I do plan to review simply because I know that
this information, for me, is going to be the core of what I need to know” (Linda, personal
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communication, December 22, 2017). Bruce exclaimed, “I’m keeping the book! I'm not
reselling that” (Bruce, personal communication, December 21, 2017).
Four of the five participants mentioned they perceived I, the instructor, influenced their
ability to achieve their described goals for the course. Linda said, “You have a comfortable style
of teaching. You’re very thorough. Everything I ever needed I got and I was able to go home
and attempt it by myself” (Linda, personal communication, December 22, 2017). Thomas
added, “Teachers mean everything. They can’t have an attitude when students ask questions.
You were personable. The class felt like an adult class compared to what I’ve had in the past.
You made me feel comfortable. I liked coming to class” (Thomas, personal communication,
December 21, 2017). Penelope stated, “You’re patient. You work with your students and never
seemed bothered. You seemed more than willing to help. That goes a long way” (Penelope,
personal communication, December 20, 2017). Natalie concurred, “…as long as I am treated
like an adult and the instructor understands adult students function differently than younger
students – that understanding goes a long way and I think there’s a great balance of that in this
class” (Natalie, personal communication, December 22, 2017).
Summary
In this chapter I presented the findings from this exploratory mixed methods exploratory
case study. I used both quantitative and qualitative data collected from surveys, questionnaires,
electronic journals, semi-structured interviews and an instructor’s journal. I reviewed and
synthesized the data to answer the research questions that guided this study.
I provided detailed demographic information about the five nontraditional community
college adult learners who participated in this study. I introduced the participants through the
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use of their own words, provided reasons and goals for their enrollment, and shared perceptions
of their goal achievement in a blended core technology course.
Through use of interpretative analysis of the combined data, viewed through the
frameworks of Andragogical Learning Theory, motivational regulation, and the ARCS model of
motivational course design, I developed profiles of each participants’ individual learning
experience and their learning experience as part of a group.
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CHAPTER VI: DISCUSSION
Introduction
This chapter begins with a brief background of the problem and a summary of the
purpose of this study. Next, I restate the exploratory A Priori research questions used to guide
the study and explain the method used to conduct the research. I then provide my interpretations
of the findings and present implications of these findings. I offer recommendations for
instructors and designers of blended adult learning courses and conclude this chapter with
suggestions for future research.
Problem Summary
Nontraditional community college students lead busy lives but are often required to learn
new skills to meet their goals and/or advance their careers. Institutions of higher education
recognized traditional face-to-face courses were not always conducive to the busy life schedules
of adult learners and began to offer online course options (Johnson, Adams, Cummins, Estrada,
Freeman, & Hall, 2016; Ryan, Kaufman, Greenhouse, She, & Shi, 2016). However, due to
several factors, such as low motivation, academic unpreparedness, and limited technological
experience, many adult learner subgroups have not been successful in online courses (Johnson,
Becker, Cummins, Estrada, Freeman, & Hall, 2016; Sorden & Munene, 2013; Xu & Jaggars,
2014; Snart, 2017).
Over the past decade, blended learning has become more widely adopted by higher
education institutions but has not yet gained the institutional traction and acceptance of other
face-to-face or fully online learning modalities (Diaz & Brown, 2010; Snart, 2017). There is a
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gap in the research on how nontraditional community college students’ goals prior to course
participation, motivational regulation strategies, and reactions to course design relate to their
perceived learning experience and achievement of their stated goals after a blended course ends.
Purposes of the Study
As an educator and instructional course designer, I wanted to explore in what ways
nontraditional adult learners’ motivational regulation and their motivational reactions to course
design relate to their perceived learning experience in a blended core technology course with a
flipped design. Specifically, I sought to discover how nontraditional community college students
described their goals prior to participating in blended courses, in what ways they utilized
motivational regulation strategies within their blended course, how they described their
motivational reactions to a blended course developed with a flipped design, and how they
perceived their goal accomplishments once the course was completed.
A Priori Questions
The following questions guided the research study:
1. In what ways do five nontraditional community college students describe their goals
for participating in a blended technology course with a flipped design prior to the start
of the class?
2. How do these students describe their motivational regulation experiences in a blended
technology course on their responses to the Motivational Regulation Strategies
Questionnaire?
3. How do these students perceive the motivational aspects of the course design as
measured by the Course Interest Survey?
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4. In what ways do these students perceive they achieved their described goals at the end
of the course?
The Study
I conducted this study at a large community college in the Southeast during the Fall 2017
semester. Five nontraditional adult learners enrolled in a late start, blended section of the
Introduction to Computers and Technology course volunteered to participate in the study. I
employed Creswell and Clark’s (2007) concurrent triangulation design model in this mixed
methods exploratory case study. This mixed methods research design allowed me to collect both
quantitative and qualitative data separately. I merged the results of this dual process to best
answer the research questions and capture the lived experiences of how nontraditional
community college students described their goals prior to participating in a late start blended
technology course with a flipped design, in what ways they utilized motivational regulation
strategies within the course, how they described their motivational reactions to the course design
and how they perceived their goal accomplishments once they had completed the course.
Interpretation of Findings
I began the analysis by organizing and coding the quantitative data. I used Schwinger,
Steimayr, and Spinath’s (2009) questionnaire codes and Keller’s (2010) scoring guide to code
the collected data. I then used descriptive statistics to calculate the total and mean scores for
each of the eight motivational regulation strategies and the four ARCS subscale categories.
I completed three holistic readings of the qualitative data. I used thematic analysis, an
iterative coding process, memos, and constant comparative analysis (Corbin & Strauss, 2008) to
identify and group together conceptual similarities and differences from student electronic
journals, a reflective instructor journal, and semi-structured interview manuscripts. I extracted
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18 preliminary categories and created four initial themes that I labeled: (1) Career and Business
Advancement, (2) Degree Requirement, (3) Convenience, and (4) New Knowledge.
As the semester progressed, eight new categories emerged within student journals and
became evident in the semi-structured interviews. I labeled these categories (1) Resources, (2)
Student respect, (3) Instructor approachability, (4) Acknowledgement of completing
responsibilities and/or barriers to adult learners (5) Patience, 6) Ability to explain concepts
without demeaning students, (7) Creation of a safe, well managed, positive learning
environment, and (8) Communication. I added “Resources” to the “New Knowledge” theme. I
combined the seven other additional categories and created a fifth theme, “Instructor Influence.”
I triangulated the data from both the quantitative and qualitative data sources to
strengthen findings and overcome potential gaps associated with only one method of data
collection (Lincoln & Guba, 2016). Finally, I applied Lincoln and Guba’s (2016) four criteria:
credibility, transferability, dependability and confirmability to minimize researcher bias,
maximize accuracy, and ensure trustworthiness of the data.
My data analysis revealed (1) nontraditional community college students had specific and
focused goals upon enrollment in a blended technology course, (2) adult learners modified the
use of motivational regulation strategies to enhance their learning experience and accomplish
their described goals, (3) nontraditional community college learners perceived motivational
aspects of the course design related to their goal achievement (4) adult learner achievement
perceptions in a blended technology course are affected by their goal accomplishments and
influenced by the instructor.
In the following section, I provide a discussion for each of the study findings. Within
each discussion, I will connect the discoveries of this study to previous research. I used the

145
theoretical frameworks of Andragogical Learning Theory (Knowles, Holton, & Swanson, 2015),
motivational regulation (Schwinger, Steinmayr, & Spinath, 2009; Wolters, 2003), and the ARCS
model of motivational course design (Keller, 2010) to guide my interpretative analysis.
Discussion
Research Question 1: In what ways do five nontraditional community college
students describe their goals for participating in a blended technology course with a
flipped design prior to the start of the class?

I reviewed the collected data from the Demographics, Goals, and Interest Survey, student
electronic journals, and semi-structured interviews. I discovered the following four predominant
themes: (1) Career and business advancement, (2) Degree requirement (3) Convenience and (4)
New knowledge. These themes are consistent with Andragogical Learning Theory framework
and evident in previous research.
All five study participants mentioned they wanted to improve their computer skills to
achieve their “career and/or business advancement” goals. Adult learners believe employers
expect them to have specific skills and knowledge to advance in their careers (Yukselturk &
Inan, 2006). Knowles et al., (2015) argue adult learners are independent, self-reliant, and selfdirected toward goal achievement. If adult learners believe learning a new skill will help them
secure a promotion or a raise it motivates them to engage in learning what is necessary to meet
their goals (Knowles, Holton, & Swanson, 2015).
My data analysis showed “degree requirement” as a second theme of how nontraditional
community college students describe their goals as participants in a blended technology course.
Yoo and Huang (2013) along with Zeit (2014) also noted this theme in their research on
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nontraditional adult learners in higher education. Yoo and Huang (2013) indicated higher
education institutions create online degree and certificate programs specifically aimed at adult
learners who need to develop skills to increase their job marketability. Zeit (2013) found mature
students enroll in community college with unique educational goals in mind and are more likely
to seek a degree/certificate than their younger peers. The desire to meet the goal of a “degree
requirement” is consistent with Andragogical Learning Theory as it requires an intrinsic
motivation to provide extrinsic rewards (Knowles, Holton, & Swanson, 2015).
In my review of the elicited data, “convenience” was a third established theme in how
nontraditional community college students described their goals as participants in a blended
technology course. In their research, Cohen, Brawer, and Kisker (2014) found nontraditional
adult learners often struggle with busy schedules, job responsibilities, commuting, and family
obligations (Cohen, Brawer, & Kisker, 2014). I also found this to be true with the participants in
my study. All five study participants mentioned they chose the blended course section because it
was the best fit with their work and/or school schedule. Four participants also noted the campus
was close to their homes and had the shortest commute time.
Yoo and Huang (2013) found adult learners have a variety of life and work experiences
and learn best when new knowledge is integrated into real-life contexts. When adult learners
identify a need, they have a strong will to learn and will seek the new knowledge necessary for
their current situation (Knowles, Holton, & Swanson, 2015). My analysis of the collected data
revealed, “new knowledge” to be a prevalent theme in how nontraditional community college
students described their goals as participants in a blended technology course. All five
participants expressed a desire to gain and use “new knowledge” within their personal and/or
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career life. Application of their studies to their work often motivates adult learners (Merriam,
2001).
Research Question 2: How do these students describe their motivational regulation
experiences in a blended technology course on their responses to the Motivational
Regulation Strategies Questionnaire?

After I assessed the quantitative data from both the first and second administration of the
Motivational Regulation Strategies Questionnaire, I noted similarities and differences in how the
nontraditional adult learners scored their use of the MRSs. I then developed questions to ask
participants in the semi-structured interviews. I hoped their narratives would further explain and
help me better understand in what ways nontraditional adult learners’ use of motivational
regulation strategies relate to their perceived learning experience. For this study, learning
experience is defined as the motivational process through which nontraditional community
college students set purposeful goals, manage motivational regulation, and react to the ARCS
model of motivational course design.
My data analysis revealed all five participants modified the use of at least one
motivational regulation strategy from the first administration to the second administration of the
MRSQ to enhance their learning experience and accomplish their described goals. Schwinger &
Stiensmeier-Pelster (2012) noted similar findings in their study regarding student implementation
of motivational regulation strategies. The moderation of both contextual factors, such as task
characteristics and educational settings, and individual factors, such as prior knowledge, interest,
goal orientation, and motivational dispositions, affect how often and how effectively
motivational regulation strategies are implemented (Pintrich, 2004; Schwinger & StiensmeierPelster, 2012; Wolters, 2003).
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Penelope increased her use of mastery self-talk and performance avoidance self-talk
when she realized her employer might learn of her low course grade and her tuition
reimbursement might be jeopardized. Midway through the semester, Thomas also increased his
use of mastery self-talk because he was concerned about his grade. His use of performanceavoidance self-talk decreased from the first administration of the MRSQ to the second due to a
boost in his content confidence. As the course content units became more difficult, Linda
notably increased her scores of enhancement of personal significance and mastery self-talk. She
attributed the increased scores to her desire to learn new knowledge and a gain in confidence.
Bruce scored his use of enhancement of situational interest lower on the second administration of
the MRSQ. He was focused on learning the new information needed to reach his career goals
and “getting it done” rather than on “making it fun.” Natalie scored enhancement of situational
interest higher in the second MRSQ administration because she realized the software
applications enabled creativity. She also connected the later learned program skills to her career
goals, which caused her interest to increase.
In my study, the first administration of the MRSQ data showed the proximal goal setting
and performance-approach self-talk were equally scored as the most often used MRSs by the
nontraditional adult learner participants. Mastery self-talk, enhancement of personal
significance, and environmental control were equally scored as being used second most often.
Self-consequating, enhancement of situational interest and performance-avoidance self-talk were
equally scored as the lowest used MRSs.
In the second administration of the MRSQ enhancement of personal significance and
mastery self-talk were equally scored by the nontraditional adult learner participants as the most
often used MRSs. Performance-approach self-talk and environmental control were equally rated
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as the second most often used MRSs. In this questionnaire administration proximal goal setting,
self-consequating, enhancement of situational interest and performance-avoidance self-talk were
rated as the least used MRSs.
My study results differ from the research of Schwinger et al., (2009) where the MRSQ
was administered to 231 11th and 12th grade students. In their research, performance approach
self-talk was ranked as the most used motivational regulation strategy. In the first administration
of the MRSQ in my study, performance approach self-talk was rated equally with proximal goal
setting. One explanation for why performance approach self-talk may have been rated highest
for both groups is the extrinsic high-value formal school settings place on grades. For both the
high school students and the adult learners, obtainment of good grades can improve academic
opportunities and enable students to advance to higher levels in the academic arena. In my
study, all five participants connected the achievement of good grades to their goals for the
course.
In the study by Schwinger et al. (2009) self-consequating was the second most used
regulation strategy. Self-consequating was scored as one of the least used MRS’s in both
administrations of the MRSQ in my study. One possible explanation could be the nontraditional
adult learners realized they “had to get it done” in order to achieve their personal goals and were
“focused on” assignment completion which in itself is a form of self-administered gratification.
Proximal goal setting was ranked as the third most used motivational regulation strategy
by students in the research conducted by Schwinger et al. (2009). In my study, proximal goal
setting was scored as most often used in the first administration but lowest in the second
administration of the MRSQ. Four of the five participants in my study explained they developed
a system of how and when to complete their assignments at the beginning of the semester and
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followed their plan throughout the 12 weeks of the course. This may explain why proximal goal
setting was scored higher in the first administration of the MRSQ vs. the second administration
of the MRSQ.
In Schwinger et al.’s, (2009) research, enhancement of situational interest was ranked by
students as the least used motivational regulation strategy. In my study, enhancement of
situational interest was also rated as one of the least used MRSs. The high school students and
the adult learners were required to take the courses as part of their programs of study. The
absence of choice may be a factor in why the enhancement of situational interest was rated
lowest by both student populations.
My research study results also differ from, but are closer to, the findings of Park and Yun
(2017) where the MRSQ was administered to two different academic level (graduate vs.
undergraduate) students in two different learning environments (classroom vs. online). Results of
the study showed students at different levels utilized different motivational regulation strategies
regardless of their learning environment. Park and Yun (2017) found graduate students used
enhancement of personal significance, mastery self-talk, and environmental control strategies
more often than their undergraduate participants. My study participants rated enhancement of
personal significance, mastery self-talk, and environmental control MRSs as being used either
first or second most often in both MRSQ administrations. Graduate students are usually older
than undergraduate students and often choose to enroll in graduate-level programs for a distinct
purpose or to obtain a specific goal. All of my study participants were over the age of 24. All of
my study participants stated career or business advancement and a desire to obtain a degree as
goals for enrollment in the blended core technology course. The likenesses between the two
student populations could be one explanation for the employment of similar MRSs.
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In Park and Yun’s (2017) study, they found undergraduate students showed a higher use
of the performance-avoidance self-talk motivational regulation strategy. Although several of my
study participants did utilize the performance-avoidance self-talk MRS throughout the semester
it was scored by all five participants as one of the least used strategies. My non-traditional adult
learner participants were more concerned with how the completion of the course could enhance
their personal goals rather than how their peers viewed their performance.
Research Question 3: How do these students perceive the motivational aspects of
the course design as measured by the Course Interest Survey?

Once the course ended, I downloaded the Course Interest Survey (CIS) responses from
Canvas LMS. I organized the data into tables and scored each participants’ responses. I then
assessed the quantitative data. I noted similarities and differences in how the participants scored
their reactions to instructor-led instruction and their motivation in regard to the Introduction to
Computers and Technology course. I then developed questions to ask participants while
conducting the semi-structured interviews. I hoped their explanations would enhance my
comprehension of the collected quantitative data and provide me with a deeper understanding of
these nontraditional adult learners’ motivation and reactions to the instructor-led instruction in
regard to the late start blended core technology course.
In my review of the data, I discovered three of the five study participants rated attention
lowest of the four ARCS subgroups. Attention uses cues and prompts to stimulate and sustain
learner curiosity and interest related to learning objectives (Keller, 2010). Perceptual arousal
(e.g. injecting personal material or surprise to keep interest), inquiry arousal (e.g. problem
solving or critical thinking activities) and variability (e.g. varied pace or unexpected events) are
the three subcategories of attention. Some examples of questions used to measure attention on
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the CIS are: (1) The students in this class seem curious about the subject matter, (2) The
instructor does unusual or surprising things that are interesting, (3) I often daydream while in this
class. See appendix 3 for CIS survey.
Milman and Wessmiller (2016) developed a table of strategies designers can use to apply
the ARCS model to online learning courses. Attention application strategies include the addition
of (1) activities that require frequent interaction, (2) videos, (3) simulations, (4) debates, (5)
introduce incongruity, (6) allow student to ask each other questions, (7) use questions to peek
student curiosity and (8) the incorporation of humor into teaching and learning (Milman &
Wessmiller, 2016). To increase perceptual arousal, Keller (2010) suggested the use of specific
people and concrete examples of events to appeal to learner emotions. Changes in font, spacing
and layout can help overcome boredom and enhance variability (Keller, 2010). Milman and
Wessmiller (2016) recommend the use of varied narration speech to emphasize key points and
altering voices to maintain learner interest.
I incorporated several attention design components into the Introduction to Computers
and Technology course. Students utilized the SIMnet simulation tutorials to learn and practice
new software skills. I encouraged them to interact with and to ask questions of one another
during the face-to-face project work and through the discussion boards when we were not in the
classroom. I reminded students “Google” was their friend and they should use it as a resource to
find the answers they needed to be successful in the course. I was strategic in my decisions to
share personal stories of my own experiences as a community college student and as a
nontraditional adult learner. I also made a concentrated effort to incorporate humor into my
instruction whenever possible.
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Although it was scored lowest by three participants, all five nontraditional adult learners
were exposed to the attention design components embedded throughout the course. The study
participants completed and appreciated the simulation tutorials. In the beginning, Linda liked
them more than the actual projects. She said, “I could get through the practice (simulations). I
would do the Show me, Guide me, and Let me try but when I got to the actual projects it was not
as clear. I didn’t like them” (Linda, personal communication, December 22, 2017). Bruce
returned to the SIMnet simulation tutorials when he was faced with a problem he did not know
how to answer on the projects. When Thomas was presented with a problem he did not know
how to solve he used his textbook and Google to figure it out. He stated, “I Googled – I Googled
the hell out of it – if I didn’t know the answer” (Thomas, personal communication, December
21, 2017).
My analysis of the data revealed three of the five participants scored relevance highest of
the four ARCS subgroups. Two participants scored relevance within one point of their highest
scored subgroup. Relevance refers to the importance and value people place on learning (Keller,
2010). There are three subcategories to relevance: goal orientation (e.g. the present and future
value or use of learning), motive matching (e.g. relation of content to a learner’s prior
knowledge) and familiarity (e.g. the use of concrete examples) (Keller, 2010). Some examples
of questions used to measure relevance on the CIS are: (1) The things I am learning in this
course will be useful to me, (2) The content of this course relates to my expectations and goals,
(3) To accomplish my goals, it is important that I do well in this course. See appendix 3 for CIS
survey.
The course, Introduction to Computers and Technology, was designed to include several
motivational components related to relevance. To address the goal orientation subcomponent of
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relevance students defined their course goals the first week of class via the Demographic, Goals
and Interest survey. After each software unit, students wrote in their electronic journals.
Question five in the electronic journal asked students to, “Think about the goals you wrote in the
Demographic, Goals and Interest survey. In what ways, if any, have these assignments helped
you reach them?”
The structure of the face-to-face classes addressed both the motive matching and
familiarity subcomponents of relevance. Explaining the rationale for learning content helps
learners understand it’s relevance (Milman & Wessmiller, 2016). In each face-to-face class I
modeled best practices and gave descriptions of how students could use Microsoft Office suite to
complete real-world technical projects applicable to workplace or business tasks. Students
completed the required projects in class while I was there to support them. I answered questions
and provided individual help if needed. Projects included the creation of a resume, the design of
a slideshow presentation, the construction of a spreadsheet with formulas, and the building of a
database.
In their research of learning motivation in higher education digital IL courses in a
blended environment, Chang and Chen (2015) found students’ adopt a more positive attitude and
achieve a desired level of success when they perceive course materials are personally
meaningful, meet their needs, and are relevant to their goals. All five study participants
perceived the course assignments were relevant to their goals of career and business
advancement and their goals to earn a degree or certificate. Penelope mentioned immediate
work-related uses for the skills she learned while completing the class projects. She also stated,
“I didn’t want to miss anything in class. I liked that you were going over the projects and the
direction you were giving” (Penelope, personal communication, December, 20, 2017). Linda
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wrote, “The assignments have been a great help in introducing me to a deeper understanding of
the use of computers and how they work. They will help me function in the business world”
(Linda, personal communication, Fall 2017). Thomas remarked, “I learned to properly format
documents and I need this information for my major” (Thomas, personal communication,
December, 21, 2017). Bruce commented, “I have learned a ton of different things that will
benefit my career” (Bruce, personal communication, December 21, 2017). Natalie concurred, “I
am a more well-rounded employee candidate for completing these exercises and knowing these
programs” (Natalie, personal communcaiton, December 22, 2017).
Review of the data indicated two of the five participants rated confidence second highest
on the CIS. Confidence refers to building assurance in a learners’ ability to succeed in learning
tasks (Keller, 2010). Confidence has three subcategories: learning requirements (e.g. clear and
specific performance criteria), success opportunities (e.g. practical experiences), and personal
control (e.g. flexibility of schedule) (Keller, 2010). Some examples of questions used to measure
relevance on the CIS are: (1) Whether or not I succeed in this course is up to me, (2) It is
difficult to predict what grade the instructor will give my assignments, (3) I feel confident that I
will do well in this course. See appendix 3 for CIS survey.
It is the instructor’s task to convince students they are capable of accomplishing course
learning tasks (Milman & Wessmiller, 2016). Milman and Wessmiller (2016) suggest instructors
create motivational videos, provide written feedback and send targeted e-mail messages to build
learners’ confidence. Azaiza (2011) maintains to build student confidence instructors must help
them understand their success of learning, present learning expectations and objectives, provide
feedback, and permit growth during the learning process.
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I embedded several confidence motivational components within the Introduction to
Computers and Technology course. I specifically designed, distributed and reviewed the course
syllabus, an assignment schedule, and the grading scale several times throughout the semester to
remind students of the learning expectations and the evaluative criteria for course success. I also
developed a course homepage with labeled informational buttons in the Canvas LMS and sent
weekly announcements via the Canvas inbox to ensure students were aware of learning
requirements. Success opportunities included three extra credit assignments and the ability to
redo projects up to three times to improve skills and/or grades. I also reopened several
discussion board assignments so students could complete and receive credit for them. Personal
control was addressed in two ways. The blended course in itself enabled students to have control
of their time in and outside of the classroom. All assignments, except for quizzes and the final
exam, were opened on the first day of class. Students had the freedom to decide when and where
to complete tutorials, homework, and projects.
All five of the participants enjoyed the blended learning course modality and the
flexibility it provided. They perceived the motivational course components built confidence and
enabled them to reach their goals. Linda and Thomas both completed extra credit assignments to
ensure they reached their “grade” goals for the course. Penelope mentioned, “The course was
laid out well. It was organized, it was simple, and it was user-friendly” (Penelope, personal
communication, December, 20, 2017). Bruce stated, “I saw it (the class) was going to be one
day in class and (work) mostly at home – it felt like I could handle that. I could finish my work
whenever I had time” (Bruce, personal communication, December 21, 2017).
I reviewed the data several times and discovered two participants rated satisfaction
highest on the CIS. Two others rated satisfaction as the second highest subgroup on the CIS and
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the fifth participant ranked satisfaction lowest because she felt she could have done better in the
course. Satisfaction helps students maintain their motivation to learn (Keller, 2010).
Satisfaction contains three subcategories: intrinsic reinforcement (e.g. provide positive feedback
and support), extrinsic rewards (e.g. provision of praise or rewards, share successes), equity (e.g.
maintain consistent standards and measures for all learners’ tasks). Some examples of questions
used to measure satisfaction on the CIS are: (1) I feel satisfied with what I am getting from this
course, (2) The amount of work I have to do is appropriate for this type of course, (3) I feel the
grades or other recognition I receive are fair compared to other students. See appendix 3 for CIS
survey.
Chang and Chen (2015) found students’ feelings of satisfaction rise when they
accomplish their goals and are coached to intensify their efforts when faced with difficult
academic challenges. Other researchers suggest equity of treatment and relevance of
assignments are primary factors that contribute to student satisfaction (Serenko, Detlor, Julien, &
Booker, 2012).
To ensure the satisfaction subcomponent of equity was included in the course design, I
first gave all students a paper copy of the course syllabus with assignment grading and
evaluation criteria for the course. I then posted the syllabus within the course and linked it to a
button labeled “syllabus” on the course homepage. The syllabus also contained a grading scale,
a letter grade conversion table, and information on how students could earn extra credit. I created
rubrics for and provided response examples of what was expected for discussion board posts.
SIMnet tutorials and projects were automatically graded by the software tool itself. This
removed all elements of instructor bias for tutorial or project grades.
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Throughout the course, I used several Canvas LMS features to help provide the
satisfaction subcomponent of intrinsic reinforcement. Each week I sent announcements through
the Canvas inbox. Several of the announcements had motivational sayings such as, “Keep
Going,” “You’ve got this,” “I know you can do it.” I used the “reply” feature in the discussion
boards and the assignment comment features to communicate with students and provide them
with feedback on their work. Throughout the semester extrinsic rewards included praise of
students’ learning progress, encouragement to work with and ask questions of the people around
them, requests to share their stories of success, making sure to respect and treat each student as
an adult, and I brought candy on two holidays as a “treat.”
Participants felt respected and encouraged throughout the course. Thomas, Linda, and
Natalie felt they were treated like “adults” and believed the support they received throughout the
semester helped them meet their grade goals for the course. Penelope was satisfied with the
course but was disappointed with her final grade. She attributed the grade to several barriers she
encountered outside of the classroom and stated, “I had everything I needed to succeed. It was
good guidance and well structured – but it was my own problem with getting things done”
(Penelope, personal communication, December 20, 2017).
Research Question 4: In what ways do these students perceive they achieved their
described goals for the course?

Once the course was concluded, I reviewed the elicited data from student electronic
journals, semi-structured interviews, and my instructor reflective journal to discover in what
ways nontraditional community college students perceived they achieved their described goals
for enrollment in a blended core technology course. I coded 26 categories and combined these
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categories to develop the following five themes: (1) Career and business advancement, (2)
Degree requirement, (3) Convenience, (4) New knowledge and (5) Instructor influence.
All five of the nontraditional study participants communicated one of their main goals for
enrollment in the blended core technology course was to gain necessary skills to advance their
career and future business goals. The research literature confirms adult learners who need to
acquire new skills for the purpose of career advancement is one of the most frequently cited
reasons they enroll in or return to higher educational institutions (Pulkka & Niemivirta, 2015;
Yoo & Huang, 2013; Zeit, 2014). The belief in the ability to reach and the substantial impact of
accomplishment motivate adult learners to pursue and persist in the achievement of their set
goals (You & Huang, 2013).
All five of the study participants perceived they had learned skills applicable to their
career and business advancement goals. Bruce and Natalie mentioned they believed their
achievements would lead to their goal of obtaining promotions. Penelope described applied
learned skills in a leadership development program and to several important work assignments.
Linda shared she perceived the ability to use learned software skills would enable her to build an
infrastructure for and better run a future business.
The five nontraditional adult learners who participated in this study all expressed the goal
of earning a degree or certificate. The Introduction to Computers and Technology course was
required in each participants’ chosen program of study. The community college mandates
students must earn a grade of “C” or better in the course to demonstrate computer proficiency
and pass the class. Two participants, Penelope and Bruce, were also required to earn at least a
“C” to be eligible for tuition and textbook reimbursement from their employers. All five
participants obtained the needed score to pass the course and earned credit toward their goal of
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earning a degree or certificate. Four of the five participants were happy with their final course
grade and perceived the course completion as a success. One student, Penelope, was
disappointed with her final grade even though it was high enough to pass the course and counted
toward her goal of obtaining an A.A. degree. She expressed a bit of frustration as she felt she
could have “done better” and “didn’t finish the way she wanted to” but acknowledged “it was my
own problem of (not) doing it (the work)” (Penelope, personal communication, December 20,
2017).
Degree obtainment by adult learners is noted in the research literature. In their mixed
methods research on adult students’ achievement goal orientations, Pulkka and Niemivirta
(2015) found students’ were most concerned with the accomplishment of mastery-intrinsic goals
and the obtainment of qualifications for personal success and future career advancement. Yoo
and Huang (2013) discovered adult learners considered degree programs important and
beneficial to their employment. The incorporation of workplace related components and career
development opportunities make degree programs more attractive to adult learners (Yoo &
Huang, 2013). Degree programs with these attributes enable adult learners to apply their
learning to their jobs, provide opportunities to acquire professional experiences, and can foster
connections for career advancement (Yoo & Huang, 2013).
In my analysis of the data, all five participants perceived the blended technology course
format as convenient. They perceived the convenience of the course impacted their ability to
meet their goals. Participants expressed pleasure and satisfaction with the way the course was
organized and designed. The blended course structure fit well within their busy schedules as it
enabled flexibility of time, allowed opportunities to be independent in the completion of
assignments and decreased transportation time. Study participants mentioned they liked the
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blended course format because it provided the opportunity for social interaction with peers and
access to the instructor.
Convenience is a prominent theme in the research literature of nontraditional adult
learner community college students enrolled in online and blended courses. Cohen, Brawer and
Kisker (2014) found adult students were more satisfied with educational experiences and
services that fit into their busy lives. Jaggers (2014) and Crawfore et al. (2014) noted saved
commute time and the comfort of working from home in online and hybrid course modalities
were attractive benefits to adult community college students. Other researchers agree the
convenience and flexibility of online and blended courses meet the needs of adult learners,
increase learner autonomy, and appeal to adult learners who often have competing life and work
responsibilities (Crawford et al., 2014; Ryan et al., 2016; Xu & Jaggars, 2011; Yoo & Huang,
2013). Snart (2017) argued hybrid courses best meet the needs of adult community college
learners because they provide the online flexibility and the interaction with peers and an
instructor.
My review of the data revealed all five study participants perceived they successfully
achieved their goal to gain new knowledge. The nontraditional adult learners in this study all
stated a focused desire to advance their career or business goals. All five also expressed their
aspirations to earn a college degree or complete a certificate program. Each participant set goals
to learn additional skills and obtain new knowledge to improve their employment marketability
and/or develop helpful business aptitudes.
Research confirms the need to acquire new knowledge theme discovered in my study is
critical to the achievement of career and business advancement and degree/certificate obtainment
goals of adult learners. Yukselturk and Inan (2006) found adult learners believe employers
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expect them to have specific skills and knowledge to advance in their careers. Deutsch and
Schmetz (2011) argue national and regional economic shifts have created a greater demand for a
college-educated workforce. Carnevale, Smith and Strohl (2010) also suggest most entry-level
and mid-level occupations now require a college-level education. They estimate 63% of all jobs
will require some level of college education by the year 2018. (Carnevale et al., 2010).
Three participants mentioned “age” was a factor in their desire to obtain new knowledge.
Thomas declared, “I want to earn by degree by the time I’m 40” (Thomas, personal
communication, December 21, 2017). Natalie stated, “I’m 38, what am I doing – get your
degree already” (Natalie, personal communication, December 22, 2017). Bruce declared, “I
can’t postpone it (my education) anymore. I’m not getting any younger” (Bruce, personal
communication, December 21, 2017). The participant’s goals of gaining new knowledge and
their consequential actions are also consistent with both the “readiness to learn” and the
“motivation” principles of Andragogical Learning Theory. In the “readiness to learn” principle
adult learners seek to learn what they need to know when they need to know it (Knowles,
Holton, & Swanson, 2015). In the “motivation” principle adult learners engage in learning what
is necessary to meet their goals especially if they perceive it will improve their quality of life,
help them get a promotion, or obtain an increase in salary (Knowles, Holton, & Swanson, 2015).
After I examined the data several times, I discovered participants perceived I, the
instructor, influenced their ability to achieve their described goals for the blended core
technology course. Four of the five study participants mentioned they liked to attend the face-toface sessions. Linda and Thomas felt the classroom environment was comfortable and had a
“good vibe.” The four study participants acknowledged I was available and willing to answer
their questions in a respectful, patient, and personable manner. Penelope and Linda specified

163
they appreciated the frequent and thorough communication both in class and via the
announcements in Canvas. Natalie and Thomas mentioned they valued being treated like adults
and perceived my understanding of nontraditional students contributed to their success in
achieving their goals.
The theme instructor influence and the categories within are found throughout the
research literature on nontraditional student learner engagement. Many researchers agree
valuable and meaningful learning occurs in college level courses when the instructor develops an
engaging student experience and demonstrates a commitment to a student-centered learning
environment (Lane & Harris, 2015; Smyth, Houghton, Conney & Casey, 2012). Yoo & Huang
(2013) argue nontraditional student engagement goes beyond an individual’s learning motivation
and requires instructor effort to help them feel connected to peers, the academic environment,
and the professional community. To serve nontraditional adult learners effectively, instructors
may want to address and try to understand the developmental issues, needs, characteristics, and
challenges faced by this student population (Wyatt, 2011). In his research Wyatt (2011) found
nontraditional students valued being treated like an adult. They need to interact with warm,
friendly, supportive faculty who treat them with respect and appreciate their maturity, as well as
their life experiences (Wyatt, 2011). Adult learners are always in transition and it is imperative
instructors employ creative, flexible, and effective educational practices to engage them in
learning (Wyatt, 2011).
Conclusions
I found four essential discoveries in this mixed methods exploratory case study of in what
ways nontraditional adult learners’ motivational regulation and their motivational reactions to
course design relate to their perceived learning experience in a blended core technology course
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with a flipped design. First, nontraditional community college students had specific and focused
goals upon enrollment in a blended core technology course. I drew this conclusion from my
analysis of student responses on the Demographics, Goals, and Information Survey, student
electronic journal entries, and the semi-structured interviews conducted with the study
participants. I identified 18 preliminary categories related to their specific goals and combined
the categories into four main themes: (1) career and business advancement, (2) degree
requirement, (3) convenience and (4) new knowledge.
Second, adult learners modified the use of motivational regulation strategies to enhance
their learning experience and accomplish their goals. This conclusion is based both the
quantitative results of two administrations of the MRSQ and the qualitative semi-structured study
participant interviews. Students’ goals of achieving good grades to earn a degree, the desire to
learn new knowledge, and the realization that mastery of the content could lead to career and
business advancement were all reasons students cited for altering their motivational regulation
strategies throughout the semester.
Third, nontraditional community college learners perceived the embedded motivational
design aspects of the course were related to their goal achievements. This conclusion is based on
the analysis of both the quantitative results from the CIS and the qualitative review of the student
electronic journals and semi-structured interviews. Participants perceived the utilization of the
ARCS motivational design components challenged them to learn new knowledge and resolve
problems. They used SIMnet simulation software, interacted with the instructor and peers, and
used several third party tools to enhance their attention throughout the course. Authentic jobrelated examples and assignments connected to the participants personal goals for the course and
were also relevant to their career and business goals. The course homepage, weekly
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announcements, extra credit opportunities, and the ability to redo projects helped build
confidence levels in computer use and software applications. Providing a syllabus with grading
expectations, sending weekly announcements, and encouraging participants to work together
enabled participants to satisfy their course grade goal requirements and enhanced their
perceptions of being treated like “adults.”
Finally, adult learner perceptions of achievement at the end of a blended technology
course are affected by their goal accomplishments and influenced by the instructor. I drew this
conclusion from both the student electronic journals and the semi-structured interviews. The
nontraditional adult learners in this study set specific course goals at the beginning of the
semester. They worked hard and utilized several motivational regulation strategies to
accomplish their set goals. Four of the five participants perceived I, the instructor, influenced
their ability to achieve their goals through the provision of a safe, student-centered learning
environment, the treatment of them as adults, and my understanding of the challenges faced by
nontraditional students.
Implications
This mixed methods exploratory case study highlighted in what ways five nontraditional
community college students’ perceived motivational regulation and course design affected their
learning experiences. There is a lack of empirical literature and research in this area of inquiry.
My research findings provide both theoretical and practical implications, which add to the
current literature in the use of motivational regulation strategies and course design for
nontraditional community college adult learners.
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Theoretical Implications
Wolters and Rosenthal (2000) studied motivational regulation strategies in relation to
motivational beliefs with 8th grade students (Wolters & Rosenthal, 2000). Wolters (1999)
studied the use of MRSs in relation to effort management and GPA with 9th and 10th grade
students. Other researchers studied correlations between performance and intelligence with 11th
and 12th grade students, (Schwinger et al., 2009), MRSs used by 12th graders before an
important exam (Schwinger & Otterpohl, 2017) and MRSs in relation to effort expenditure
(Schwinger & Otterpohl, 2017). Park and Yun (2017) compared use of MRSs in undergraduate
and graduate students in two different learning environments. All of these researcher studies
used MRSQ survey results and only reported quantitative data.
My study findings have several significant theoretical implications. To date, I find no
research literature with nontraditional community college student participants in an inquiry of
motivational regulation strategies. I extend the theoretical research to include nontraditional
adult learners’ use of MRSs in relation to their learning experience in blended technology course
offered in a community college setting. I also reveal the results of how adult community college
adult learners modify their use of MRSs in accordance to their interests and to achieve their
personal learning goals.
Schwinger and Otterpohl (2017) called for more behavioral, observational and/or
qualitative data to find out whether or not it supports their conclusions gained through
quantitative measures. The findings of my study broaden the current research as it provides
qualitative narrative data to support and describe the collected quantitative MRSQ data on how
nontraditional community college adult learners use MRSs and course design elements to meet
their goals and improve their learning experience in a blended core technology course.

167
Practical Implications
Chang and Chen (2015) used the ARCS motivational design model to analyze the
learning motivation of higher education students enrolled in digital IL courses in a blended
learning environment. Nguyen (2015) used the ARCS model to measure motivation and student
success (measured by grades) in a general education community college algebra course. Other
researchers compared students’ evaluations of blended courses based on the ARCS motivation
design vs. blended courses developed using instructional design procedures (Colakoglu &
Akdemir, 2010), give suggestions on how to embed the ARCS motivation design elements into
instructional planning (Azaiza, 2011) and discuss how to incorporate the ARCS model into
online environments.
My study can be used by community college administrators to help determine how to
train instructors and adjuncts on how to work with and design blended courses for nontraditional
community college students. Instructors can be made better aware of the needs of this student
population and work together to help them overcome motivational barriers to their learning.
Trainers can model andragogical best practices and assist instructors in creating their courses.
The development of blended courses, with the inclusion of motivational design, can be created
and dispersed to all teaching staff but still allow them to keep autonomy by enabling them to
utilize the strategies best suited for their adult students.
My findings also have practical implications for both course designers and community
college instructors who teach nontraditional students enrolled in blended community college
technology courses. To design effective blended technology courses for nontraditional adult
learners designers may want to consider the goals of and motivational strategies used most often
by this specific population. In doing so, they can develop differentiated learning experiences
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customized to the setting, needs, goals, and desired learning experiences of this rapidly growing
student population (Wyatt, 2011).
Similar to Wyatt’s (2011) research on nontraditional student engagement in higher
education, I found community college adult learners’ perform better and are more engaged in
learning when their instructor understands their epistemology and ways of acquiring knowledge
in the new and unfamiliar content area of computers and technology. In my research study, I
discovered this involved the inclusion of motivational design elements to enhance teaching
nontraditional students the information, skills, and abilities necessary to achieve their goals of
career and business advancement, completion of a degree or program, the desire to gain new
knowledge, and ensure convenient access to necessary content. Instructors might also consider
these findings when they teach nontraditional community college students in blended learning
environments.
Based on the findings of my study, I suggest community college instructors keep
cognizant of nontraditional adult learners’ goals for enrollment in mind as they teach. In
addition, they may want to consider how nontraditional adults utilize MRSs differently than
other student populations and how they react to course design motivation elements in relation to
their targeted educational and personal goals. Community college instructors might use this
awareness to differentiate their presentation of content and treatment of adult learners’ to
empower nontraditional students and best support them in their learning experiences.
Recommendations for Future Research
The findings from this study contribute to scant amount of research on how motivational
regulation and reactions to course design affect nontraditional community college students’
perceived learning experience in a blended technology course. My research results and
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conclusions are specific to the five nontraditional adult learners enrolled in one late start, 12
week, semester of the Introduction to Computers and Technology course at a large community
college in the Southeastern United States. Further research, using a larger population, is needed
to broaden and increase understanding on how the nontraditional community college learners’
motivational regulation and reactions to course design affect their learning experiences.
Other researchers may want to extend my study of nontraditional learners’ use of
motivational regulation strategies and reactions to motivational course design. First, researchers
might consider how motivational regulation and course design affect nontraditional adult
learners’ perceived learning experience at other institutions – such as a four-year college or a
technical school. These institutions often have different student acceptance policies than the
community college and it may be interesting to see in what ways, if any, the results differ from
the community college adult learners.
Students become more independent and sophisticated as they progress through their
collegiate studies (Owston et al., 2013). A second area of possible research would be to conduct
a study on how motivational regulation and course design affect nontraditional adult learners at
various stages of their academic career (i.e., first semester, second year, mid certificate program,
etc.).
Third, other scholars may want to study how motivational regulation and course design
affect nontraditional adult learners’ compared to traditional learners in a blended, online, and/or
a face-to-face courses. This research could be conducted in a community college, university, or
technical school to develop further understanding and extend the research literature.
A fourth area for future research could include the use of motivational regulation
strategies and course design in other community college courses. For example, in an elective
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course not required in a students’ program of study or in a less technical course such as a
humanities course.
In this study, I focused on motivational experiences and did not investigate the use of
MRSs on student achievement. Achievement is the last element included in the motivational
regulation model (Schwinger & Stiensmeier-Pelster, 2012). Researchers may want to extend this
study to examine the relationships between students’ self-directed motivational regulation,
perceived motivational design in a blended course, and students’ achievement.
Lastly, scholars may wish to conduct a study on how asynchronous communications,
such as emails or weekly announcements, affect the flow of students’ motivational regulation
strategy use at various points within a course.
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Appendix 1 – Demographic and Technology Skill Survey
1. What is your first and last name?
2. Enter your cell number (it will only be used in case of an emergency).
3. What is your age
a.
b.
c.
d.
e.
f.

Under 18
18-24
25-34
35-44
45-54
older than 55

4. What is the highest level of education you have completed?
a.
b.
c.
d.
e.
f.

Less than High School degree
High School degree or equivalent (e.g. GED)
1 year of college
2 years of college
Associate Degree
Bachelor Degree

5. What is the highest level of school your parent(s), or guardian(s), completed or the
highest degree they received?
a.
b.
c.
d.
e.
f.

Less than high school degree
High school degree or equivalent (e.g., GED)
Some college but no degree
Associate degree
Bachelor degree
Graduate degree

6. Are you Mexican, Mexican-American, Chicano, Puerto Rican, Cuban, Cuban-American,
or some other Spanish, Hispanic, or Latino group?
a.
b.
c.
d.
e.
f.
g.
h.
i.

I am not Spanish, Hispanic or Latino
Mexican
Mexican-American
Chicano
Puerto Rican
Cuban
Cuban-American
Some other Spanish, Hispanic, or Latino group
From multiple Spanish, Hispanic or Latino groups
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7. Are you White, Black or African-American, American Indian or Alaskan Native, Asian,
Native Hawaiian or other Pacific Islander or some other race?
a.
b.
c.
d.
e.
f.
g.

White
Black or African-American
American Indian or Alaskan Native
Asian
Native Hawaiian or other Pacific Islander
From multiple races
Some other race – please specify

8. Which of the following categories best describes your employment status?
a.
b.
c.
d.
e.
f.
g.

Employed, full-time (40 or more hours per week)
Employed, part-time (21-39 hours per week)
Employed, part-time (1-20 hours per week)
Not employed. Looking for work
Not employed. NOT looking for work
Retired
Disabled, not able to work

9. What academic subject or subjects do you like best?
10. What is your ultimate academic goal?
11. What is your level of skill in using technology?
a.
b.
c.
d.
e.
f.

Very High
High
Moderate
Low
Very Low
None

12. List the technology you have used?
13. Tell how you have used the technology you listed in question 12.
14. Tell me about yourself:
a.
b.
c.
d.
e.
f.
g.

What language(s) do you speak?
What websites do you read/visit regularly?
What is your favorite book?
What is your favorite movie?
What is your favorite TV show?
What type of music do you listen to?
What sport do you enjoy playing/watching, if any?
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Appendix 2 – Motivational Regulation Strategies Survey

Source:
Schwinger, M., Steinmayr, R., & Spinath, B. (2009). How do motivational regulation strategies
affect achievement: Mediated by effort management and moderated by intelligence. Learning
and individual differences, 19, 621- 627.
Student Motivational regulation strategies were measured with the questionnaire developed by
Schwinger et al. (2007): Total of 30 items.
- Enhancement of situational interest:
5 items
(7,12,14,22,28)
- Enhancement of personal significance:
3 items
(6,15,23)
- Mastery self-talk:
4 items
(10,17,21,30)
- Performance-approach self-talk:
5 items
(1,8,16,26,29)
- Performance-avoidance self-talk:
3 items
(4,5,25)
- Environmental control:
3 items
(3,11,18)
- Self-consequating:
4 items
(2,9,19,24)
- Proximal goal setting:
3 items
(13,20,27)
Instructions for the Motivational Regulation Strategies Questionnaire
There are 31 questions in this survey. Please think about each statement in relation to the
activities you have recently completed. Give the answer that truly applies to you and not
what you would like to be true, or what you think others might want to hear.
You will find five options:
(1) Never (2) Rarely (3) Sometimes (4) Often (5) Always
Please pick the one that best describes your experience. There are no right or wrong answers.
Just answer as accurately as possible.
Your answers will remain anonymous until after the final course grades have been
submitted.
Motivational Regulation Questionnaire
1.
2.
3.
4.
5.
6.
7.
8.

I call my attention to the fact of how important it is to do well in tests and exams.
I tell myself that after work I can do something nice, if I first keep on learning now.
Prior to beginning with work, I strive to eliminate all possible distractions.
I imagine that my classmates make fun of my poor performance.
I tell myself that I have to push me more if I do not want to make a fool of myself.
I strive to relate the learning material to my own experiences.
I make learning more pleasant for me by trying to arrange it playfully.
I tell myself that I should keep on learning if I wish to reach a good exam.
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9. I make a deal with myself saying that I will do something pleasant after I finish work.
10. I challenge myself to finish the task and thus learn a lot for me personally.
11. I consciously choose such learning times when I can concentrate especially well.
12. I try to invent a corresponding game if I have to learn or do certain tasks.
13. I break down the workload into small segments so I get the feeling that I can handle it more
easily.
14. I make myself look for ways to bring more fun to the tasks.
15. I look for connections between the tasks and my life as such.
16. I attempt to call myself to intense work by focusing on obtaining good grades.
17. I persuade myself to keep on learning in order to find out how much I can possibly learn.
18. I make sure that distractions occur as seldom as possible.
19. I promise myself that, after work, I will do something that I like.
20. I approach work step-by-step in order to get the feeling that I proceed well.
21. I tell to myself that I should keep on learning in order to learn as much as possible for me
personally.
22. I carry out the tasks by highlighting the features that are fun.
23. I try to establish relations between work and my personal interests.
24. I put the prospect of any reward to myself in case I finish work.
25. I think about that it would be very unpleasant for me to perform worse than the others.
26. I call my attention to the fact of how important it is to obtain good grades.
27. I tell myself that I can master the tasks if I set myself sub goals.
28. I consider a way to make work more entertaining
29. I think about how my grades will worsen if I refrain from learning
30. I persuade myself to work intensely for the sake of learning.
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Appendix 3 – Course Interest Survey
Source:
Keller, J. M. (2010). Motivational design for learning and performance: The ARCS model
approach. New York, NY: Springer.

Instructions for Course Interest Survey
There are 34 statements in this questionnaire. Please think about each statement in relation to
the class you have just taken and indicate how true it is. Give the answer that truly applies to
you, and not what you would like to be true, or what you think others want to hear.
Think about each statement by itself and indicate how true it is. Do not be influenced by your
answers to other statements. Record your responses on the answer sheet that is provided and
follow any additional instructions that may be provided in regard to the answer sheet that is
being used with this survey.
Use the following values to indicate your response to each item.
1 (or A) = Not true
2 (or B) = Slightly true
3 (or C) = Moderately true
4 (or D) = Mostly true
5 (or E) = Very true
Your answers will remain anonymous until after the final course grades have been
submitted.
1. The instructor knows how to make us feel enthusiastic about the subject matter of this course.
2. The things I am learning in this course will be useful to me.
3. I feel confident that I will do well in this course.
4. This class has very little in it that captures my attention.
5. The instructor makes the subject matter of this course seem important.
6. You have to be lucky to get good grades in this course.
7. I have to work too hard to succeed in this course.
8. I do NOT see how the content of this course relates to anything I already know.
9. Whether or not I succeed in this course is up to me.
10. The instructor creates suspense when building up to a point.
11. The subject matter of this course is just too difficult for me.
12. I feel that this course gives me a lot of satisfaction.
13. In this class, I try to set and achieve high standards of excellence.
14. I feel that the grades or other recognition I receive are fair compared to other students.
15. The students in this class seem curious about the subject matter.
16. I enjoy working for this course.
17. It is difficult to predict what grade the instructor will give my assignments.

196
18. I am pleased with the instructor’s evaluations of my work compared to how well I think I
have done.
19. I feel satisfied with what I am getting from this course.
20. The content of this course relates to my expectations and goals.
21. The instructor does unusual or surprising things that are interesting.
22. The students actively participate in this class.
23. To accomplish my goals, it is important that I do well in this course.
24. The instructor uses an interesting variety of teaching techniques.
25. I do NOT think I will benefit much from this course.
26. I often daydream while in this class.
27. As I am taking this class, I believe that I can succeed if I try hard enough.
28. The personal benefits of this course are clear to me.
29. My curiosity is often stimulated by the questions asked or the problems given on the subject
matter in this class.
30. I find the challenge level in this course to be about right: neither too easy not too hard.
31. I feel rather disappointed with this course.
32. I feel that I get enough recognition of my work in this course by means of grades, comments,
or other feedback.
33. The amount of work I have to do is appropriate for this type of course.
34. I get enough feedback to know how well I am doing.
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Appendix 4 – Researcher’s Reflective Journal

Date

Physical Setting

Participants

Activities

Student Conversations

Unexpected Happenings

Instructor Role

Researcher Reflections

Field Notes
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Appendix 5 – Student Electronic Journal Questions

1. Did you complete all of the unit skill tutorials and projects on time?
2. What was your level of knowledge or skill prior to the completion of the unit skill
tutorials and projects?
3. Tell me about the level of difficulty, if any, you experienced while completing the unit
skill tutorials and projects?
4. In a short paragraph, please tell me about your learning experiences this week.
a. What was the most valuable thing you learned during this unit and why?
b. What challenges, if any, did you encounter and what did you do to be successful?
c. If you struggled in completing any of the skill tutorials or projects, what would
you do differently next time?
d. In what ways, if any, will you use the unit skills and projects in the future?
e. If you had more time, how would you change your performance?
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Appendix 6 – Semi-structured Interview Questions

Directions/Information
This interview is about you and the choices you’ve made in becoming a community college
student. As a researcher I’m interested in hearing your story, including parts of the past as you
remember them and the future as you imagine them. This story is selective; it does not include
everything that has ever happened to you. Instead, I will ask you to focus on a few key things, a
few key events, characters and ideas. There are no right or wrong answers to my questions.
Instead, your task is simply to tell me about some of the most important things that you have
experienced and how you imagine they will influence your life in the future.
Please know that my purpose in doing this interview is for research only and the main goal is
simply to hear your story about why you enrolled in a core level technology course as an adult
community college student. I’m trying to understand the different ways in which students
experience learning in our society and the different ways in which they make decisions about
how, why and what they learn. Everything you say is voluntary and will be kept confidential. I
will guide you through the interview so that we finish in about 45-60 minutes.
1. Tell me why you enrolled in a blended course.
2. Tell me what your goals were for participating this blended technology course.
3. What, if anything, did you like about the course?
4. What, if anything, did you dislike about the course?
5. If you could choose to take the course in a different modality (online or f2f) would you?
Why?
6. Describe your self-discipline and work ethic while working on assignments outside of
class.
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7. Describe your self-discipline and work ethic while working on assignments during F2F
class time.
8. Given your past experiences how do you perceive or understand your learning in relation
to this class?
9. In what ways, if any, will you apply what you have learned in this class?
10. Is there anything else you want to share with me?
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Appendix 7 –Introduction to Computers and Technology Syllabus
Syllabus CGS 1000: Introduction to Computers & Technology
Instructor’s Name: Jennifer Hart
Course Description:
Provides students with an introductory overview of the Internet, World Wide Web, impact of
computer on society and business, historic development of data processing, basic functions and
use of word processing, spreadsheet, database, presentation system and desktop publishing
software applications, basic skills using a Web browser and search engine, and careers in the
field of computer science.
Course Objectives:
Upon successful completion of the course, the student will be able to:
1. Identify and understand basic information technology concepts.
2. Identify and describe hardware components of computer systems and articulate their use.
3. Manage personal technologies.
4. Identify and demonstrate knowledge of different types of system and application software
and understand programming and system life cycles.
5. Apply knowledge to produce and manage documents and reports using spreadsheets, word
processing, presentation graphics, email and database software.
6. Identify what an operating system is, perform file management, and identify how to change
system settings and install and remove software.
7. Access and use telecommunications and Internet technologies.
8. Explain security and privacy issues as they relate to threats and types of malicious software,
and procedures for incident response detection.
9. Explain ethical issues and recognize factors that influence decisions and social
considerations of information technologies.
Required Textbooks and Materials
Printed books: CGS 1000 Brandon Bookstore Bundle: ISBN: 9781259998690
The bundle contains the following print textbooks and access code:
• O’Leary, Computing Essentials 2017, McGraw-Hill, Inc., 2017.
• Nordell, Microsoft Office 2016: In Practice, McGraw-Hill, Inc., 2016.
• SIMnet for Office 2016, Nordell SIMbook, Office Suite Registration Code
Link to purchase directly from McGraw-Hill:
http://shop.mheducation.com/mhshop/productDetails?isbn=125999869X

Please note the required textbooks for this course are the printed versions. Students choosing
to purchase e-books, should understand certain circumstances and/or technical issues may
arise making it impossible to access e-books.
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E-books: CGS 1000 Brandon Bookstore Bundle: ISBN: 9781259998720
The bundle contains the following e-books and access code:
• O’Leary, Computing Essentials 2017, McGraw-Hill, Inc., 2017.
• SIMnet for Office 2016, Nordell SIMbook, Office Suite Registration Code
Link to purchase directly from McGraw-Hill:
http://shop.mheducation.com/mhshop/productDetails?isbn=125999872X

Also required is a USB drive to save work completed in class or the labs.
Required Software
Microsoft Windows & Microsoft® Office 2016, which includes the following
programs: Microsoft Word, Microsoft Excel, Microsoft Access and Microsoft PowerPoint. All
of these programs are REQUIRED to complete the SIMnet Project assignments. If you do not
have access to the programs mentioned, all of these programs are available in our classroom
labs and the open lab BTEC- 203.
Please note: While you may complete certain lessons and assignments using a Mac, you cannot
complete all SIMnet Projects using a Mac.
Attendance Policy
Students are expected to attend class. Any student who arrives more 10 minutes after official
course start time is considered absent. It is the responsibility of the student to obtain all
information that was covered in class.
General Assignment Information
You are responsible for reading the assigned chapters in the textbook(s) and completing all
assignments by the due date.
Please note all assignments, discussion board postings, etc… for this course are to be submitted
by 11:59pm EST on the stated due date listed in Canvas. Some discussions will require you to
respond to other classmates and must be posted within 48 hours of the original discussion due
date. The weekly schedule appears at the end of this document.
All assignments for this course are to be completed using Microsoft ® Office 2016 (which
includes the following programs: Microsoft Word, Microsoft Excel, Microsoft Access and
Microsoft PowerPoint) and SIMnet for Office 2016. Completing assignments in any other
program(s) is unacceptable. Assignments submitted using any software program other than
those stated above will not be graded. All of the above mentioned programs are available in
the campus computer lab, located in BTEC 203.
Please note: all students will be using Canvas and SIMnet online.
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Assignment Make-up/Late Work Policy
All assignments have stated due dates listed on the syllabus and within the Canvas modules. All
materials are accessible online and explained in detail within the textbook or through SIMnet.

If you know beforehand that you will not be in class, please let me know and we will work out
an arrangement on an individual basis. Late assignment submissions, not approved in advance
by the instructor, will not be accepted.
Quizzes / Final Exam
There will be 4 quizzes, each worth 50 points. All quizzes will have a combination of questions
which may include of any of the following types: multiple choice, fill in the blank, short answer
or true/false. Each question is worth 1 point. All students must complete the quizzes in the
classroom or testing center. All questions are taken from a test bank and are randomly
selected. There is a 60 minute time limit
The Final Exam is worth 100 points and will consist of 100 randomly selected questions, which
may include any of the following types: multiple choice, fill in the blank, short answer or
true/false. Each question is worth 1 point. It will cover chapters 1-11 & 13 in the O’Leary
Computing Essentials 2017 textbook. All students must complete the Final Exam in the
classroom or testing center. The Final Exam date and time will be as it appears on the HCC
Final Exam Schedule.
If a student is required to use the testing center, it is the student’s responsibility to contact the
Instructor and the Testing Center to schedule a time and date.
Makeup Test / Quiz /Exam Policy
There is no makeup for any test, quiz or exam; nor will a test, quiz or exam be reset for any
reason. No exceptions.
Grading and Evaluation Criteria
Your grade is based on completing the chapter assignments, exams, discussion board postings,
application related assignments, the final project, etc... Please refer to the Assignment
Instructions document for specific assignments and instructions.
Application Projects
380
Quizzes - 4 (50 points each)
200
Concept Related Activities Chapters 1-11 & 13 (10 points each chapter)
120
Final Exam
100
Final Project
100
SIMbooks
70
Instructor Assignments:
30
▪ Profile/Notifications (2 pts.)
▪ Syllabus Quiz (3 pts.)
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▪ Info. Survey (2 pts.)
▪ Visit ASC (2 pts.)
▪ Reflection Journals -4 (12 pts.)
▪ Surveys - 3 (9 pts)
Total Points Possible

1000

The total points for all assignments will be computed and converted to a letter grade based on
the grading scale below.
900 – 1000 A
800 – 899 B
700 – 799 C
600 – 699 D
599 – 0 F
Extra Credit
The maximum extra credit points available for this course will be 50 points. You have the
option of completing a SIMnet Capstone Project worth 50 points or 2 SIMnet Projects each
worth 25 points. Extra credit Project(s) will be available via your SIMnet dashboard.
Classroom/Lab Behaviors
Professional behavior is expected at all times during interaction with Instructor and/or other
students. Come to class prepared. You are expected to read assigned information and
complete any computer homework prior to class. This includes the uploading of your files to
Canvas and/or SIMnet.
During lecture or discussion time, you are not to talk with your neighbor, send text on your
phone, continue working on your computer, or engage in any activities other than listening and
participating in the class discussion or activity. During hands-on time, you are to work on your
assignment. Note: Your computer may be monitored during class and the information
obtained may be used for disciplinary actions.
The following behaviors are not permitted in this class.
• NO FOOD OR DRINKS INSIDE THE LABS AT ANY TIME
• Surfing the net, Facebook, etc.., if not part of an assignment.
• Checking and/or answering your personal email.
• Playing computer games.
• Working on material/assignments for any other class.
• Profanity, abusive or foul language directed towards one or several individuals.
• The use of electronic devices: cell phones, cell phone headsets, iPods, video cameras,
cameras, MP3 players, audio recorders, Bluetooth headsets, headphones, ear buds and
similar devices are prohibited in the classroom and laboratory facilities. These devices are
not to be on the desk or in your hands during class. Turn them off or set on silent and
place them in a purse or backpack.
• When the class’ attention is requested, it is usually done to clarify a concept for the entire
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class because several students appear not to understand a particular concept/assignment.
Therefore the following is also not acceptable:
• Continuing your work,
• Talking or whispering to a neighbor,
• Typing or clicking your mouse.
The behaviors listed above are rude and are very distracting to everyone in the class. You will
be asked to leave the classroom at the discretion of the Instructor. If you are instructed to
leave class for inappropriate behavior, you are NOT ALLOWED TO RETURN to class until you
have made an appointment and met, discussed, and resolved the situation with the Instructor
and/or the appropriate Dean. Any classes missed for these actions will be considered
unexcused absences.
Academic Dishonesty Policy
Students are expected to uphold Hillsborough Community College’s standard of conduct
relating to academic honesty. Students assume full responsibility for the content and integrity
of the academic work they submit. The guiding principle of academic integrity shall be that a
student's submitted work, examinations, and projects must be that of the student's own work.
Students shall be guilty of violating this policy if they:
1. Represent the work of another as their own.
2. Modify, without Instructor approval, an examination, paper, record or report for the
purpose of obtaining additional credit.
3. Misrepresent the content of submitted work.
Any student violating this policy is subject to receive a failing grade for the course. If a student
is unclear about whether a particular situation may constitute a violation, the student should
meet with the Instructor to discuss the situation. The Instructor will not discuss academic
dishonesty issues via email. Any student suspected of violating the academic dishonesty policy
will be required to meet with the Instructor at a time designated by the Instructor.
For this class, it is permissible to assist classmates in general discussions of computing
techniques. General advice and interaction are encouraged. Each person, however, must
develop his or her own solutions to the assigned projects, assignments and tasks. In other
words, students may not "work together" on graded assignments, unless instructed to do so.
In addition, please refer to the HCC Student Handbook for all additional policies and procedures
regarding students.
Safety and Security
Students who notice situations that represent potential or real safety or security problems
should notify the HCC Public Safety Office:
• 253-7911 •
Audio/Video Taping and Posting of Course Material
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A student shall not, without my express authorization, make or receive any recording, including
but not limited to audio and video recordings, of any class, co-curricular meeting, organizational
meeting, or meeting with me. Further you do not have my permission to post my class
lectures/materials on the web. Please refer to the HCC Student Handbook for all additional
policies and procedures regarding students.
Request for Accommodations
Any student whose disability falls within the American Disabilities Act (ADA) and requires
accommodations should contact the Office of Services for Students with Disabilities. The
Brandon office is located in the Student Service Building Room 109. You may also reach the
office by phone at (813) 253-7914. Requests for accommodations should be submitted to the
Instructor within the first two weeks of the course. Accommodations cannot be applied
retroactively. With that in mind, you are encouraged to seek assistance from the Disabilities
Office as soon as possible, and to present the accommodations memo to your Instructor
immediately upon receiving it. Presenting a memo after the fact will not entitle you to redo
work or retake exams with accommodations.
SmarThinking
SmarThinking is a 24/7 online tutoring service to students at Hillsborough Community College
providing online tutoring and increased access to quality learning tools. Students at the College
only have a limited amount of time afforded to them through this service, so please use it
judiciously. You will use your HawkNet user id and password to access the tutoring.
Help with My HCC
Technical support for My HCC is available 24/7 through HCC Live by accessing the searchable
Knowledge Base . You may also reach our representatives by dialing toll-free 1-877-736-2575 or
utilizing the Live Chat feature available from the home page of the HCC Live. If you have
questions about the course assignments or other questions regarding the course content you
need to contact your Instructor.
Privacy Statement
Students using online formats for study at HCC do so in a respectful, protected
environment. However, this learning environment may at times be viewed by faculty (both
current and those learning to become online facilitators), distance learning staff and other
experts, who are working with us to maintain the highest quality online courses. Please
understand that this is not a secure, private environment.
Religious Observances
HCC will reasonably accommodate the religious observances, practices, and beliefs of students
in its admissions, class attendance and examination policies, and work assignments. Students
must notify Instructors one week prior to a religious observance.
Equity Policy
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Hillsborough Community College is an equal access/equal opportunity employer that makes
employment and education-related decisions without regard to race, color, gender, religion,
national origin, age, disability, sexual orientation, marital status or any other bias that is or may
be prohibited by laws. In addition, the college does not discriminate in employment practices or
in the admission and treatment of students. HCC is committed to equitable treatment for all
students and employees and to a learning and working environment free of discrimination and
harassment for current as well as future students and employees. The college provides equal
educational opportunities for qualified individuals with disabilities and complies with, as well
as, supports the Americans with Disabilities Act. HCC’s Equity Officer ensures compliance with
federal and state laws prohibiting discrimination and sexual harassment.
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Appendix 8 – Introduction to Computers and Technology Assignment Schedule

CGS 1000
Week
1

Wednesday - Late Start Hybrid Course
F2F
Class
Date
9/20

Homework:
Complete Before Next Class

Due
Date

Complete Before Next Class:
▪ Discuss Post: Introduce
Yourself Video
▪ Syllabus Quiz
▪ Info. Survey
▪ Visit ASC
▪ Read O'Leary Chapter 1:
Information Technology, The
Internet and You
▪ Discuss Post Ch. 1

9/26

Tuesday: In Class
In Class:
Welcome & Introduction:
▪ Course Introduction
o Syllabus
o Canvas
o Assignment Schedule
o Profile/Notifications
▪ What makes a good
discussion post?
▪ Final Project Information
▪ Research Participation

7:00-8:45PM

▪

BRING STUDENT ID to
class on 9/27/17

▪

2

9/27

In Class:
▪ Simnet Registration
▪ Simbook: Word Ch. 1
▪ Project: Word 1-4

10/4

In Class:
▪ Project: Word Ch. 2-6
▪ Simbook: Word Ch. 3

4

10/11

5

10/18

In Class:
▪ Quiz #1: Ch. 1 - 3 (open
book)- must be in class!
▪ Journal Reflection 1
▪ Project: Word Ch. 4-4
▪ Discuss Final Project: Word
In Class:
▪ Project: PowerPoint 2-6
▪ Simbook: PowerPoint Ch. 3

6

10/25

3

In Class:

KNOW your computer login
and password on 9/27/17
Complete Before Next Class:
▪ Simbook: Word Ch. 2
▪ READ: O'Leary Chapter 2:
The Internet, The Web and
Electronic Commerce
▪ Discuss Post Ch. 2
Complete Before Next Class:
▪ Project: Word Ch. 3-5
▪ Simbook: Word Ch. 4
▪ READ: O’Leary Ch. 3:
Application Software
▪ Discuss Post Ch. 3
Complete Before Next Class:
▪ Simbook: PowerPoint Ch. 1
▪ Project: PowerPoint 1-6
▪ Simbook: PowerPoint Ch. 2

10/3

10/10

10/17

Complete Before Next Class:
▪ READ: O'Leary Chapter 4:
System Software
▪ Discussion Post Ch. 4
O'Leary Chapter 5: The
System Unit
▪ Discussion Post Ch. 5

10/24

Complete Before Next Class:

10/31
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▪
▪
▪

Journal Reflection 2
Project: PowerPoint 3-5
Discuss Final Project:
PowerPoint
▪ Survey -1
▪ Simbook: Excel Ch. 1
In Class:
▪ Quiz #2: Ch. 4-6 (open book)
– must be in class!
▪ Project: Excel 2-4
▪ Simbook: Excel Ch. 3
▪ Discuss Final Project: Excel
In Class:
▪ Journal Reflection 3
▪ Project: Access Ch. 1-5
▪ Simbook: Access Ch. 2

7

11/1

8

11/8

9

11/15

In Class:
▪ Quiz #3: Ch. 7-9 (open book)
– must be in class!
▪ Simbook: Access Ch. 3

10

11/22

In Class:
▪ Project: Access 3-5
▪ Simbook: Access Ch. 4

11

11/29

In Class:
▪ Journal Reflection 4
▪ Project: Access 4-6
▪ Discuss Final Project: Access
▪ Survey 2

12

12/6

▪
▪
▪
▪

Project: Excel 1-6
Simbook: Excel Ch. 2
O'Leary Chapter 6: Input
and Output
Discussion Post Ch. 6

Complete Before Next Class:
▪ Project: Excel 3-4
▪ Simbook: Access Ch. 1
▪ O’Leary Chapter 7:
Secondary Storage
▪ Discussion Post: Ch. 7
Complete Before Next Class:
▪ Project: Access Ch. 2-5
▪ O'Leary Chapter 8:
Communications and
Networks
▪ Discussion Post: Ch. 8
▪ O'Leary Chapter 9:
Privacy, Security, and Ethics
▪ Discussion Post: Ch. 9
Complete Before Next Class:
▪ O'Leary Chapter 10:
Information Systems
▪ Discussion Post Ch. 10
▪ Work on Final Project
▪ O'Leary Chapter 11:
Databases
▪ Discussion Post Ch. 11
▪ Work on Final Project
Complete Before Next Class:
• O'Leary Chapter 13:
Programming and Languages
• Discussion Post Ch. 13
• Final Project DUE @
11:59pm on 12/5
• All Extra Credit Due on
12/5 @ 11:59pm
Complete Before Next Class:
• Study for your final exam!

In Class:
▪ Quiz #4: Ch. 10, 11 & 13
(open book) – must be in
class!
▪ Survey 3
Final Exam – Cumulative: Ch. 1-11, 13
7:00pm – 8:50 pm

11/7

11/14

11/21

11/28

12/5

12/12

FINA 12/13
L
EXA
M
Any unspecified class time is considered to be lab time, to be used to complete assignments for this class
or work on the Final Project.
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Appendix 9 – IRB Letter of Approval from HCC
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Appendix 10 – IRB Letter of Approval from USF

9/28/2017
Jennifer Hart Educational and Psychological Studies 4202 E. Fowler Avenue Tampa, FL 33620
RE: Expedited Approval for Initial Review
IRB#: Pro00032322
Title: Nontraditional Community College Students’ Motivational Regulation in a Blended Core
Technology Course
Study Approval Period: 9/28/2017 to 9/28/2018
Dear Dr. Hart:
On 9/28/2017, the Institutional Review Board (IRB) reviewed and APPROVED the above
application and all documents contained within, including those outlined below.
Approved Item(s): Protocol Document(s): JHart_USF IRB PROTOCOL GUIDELINE.docx
Consent/Assent Document(s)*: Informed Consent Form.pdf
*Please use only the official IRB stamped informed consent/assent document(s) found
under the "Attachments" tab. Please note, these consent/assent documents are valid until the
consent document is amended and approved.
It was the determination of the IRB that your study qualified for expedited review which
includes activities that (1) present no more than minimal risk to human subjects, and (2) involve
only procedures listed in one or more of the categories outlined below. The IRB may review
research through the expedited review procedure authorized by 45CFR46.110 and 21 CFR
56.110. The research proposed in this study is categorized under the following expedited review
category:

213

(6) Collection of data from voice, video, digital, or image recordings made for research purposes.
(7) Research on individual or group characteristics or behavior (including, but not limited to,
research on perception, cognition, motivation, identity, language, communication, cultural
beliefs or practices, and social behavior) or research employing survey, interview, oral history,
focus group, program evaluation, human factors evaluation, or quality assurance methodologies.
As the principal investigator of this study, it is your responsibility to conduct this study in
accordance with IRB policies and procedures and as approved by the IRB. Any changes to the
approved research must be submitted to the IRB for review and approval via an amendment.
Additionally, all unanticipated problems must be reported to the USF IRB within five (5)
calendar days.
We appreciate your dedication to the ethical conduct of human subject research at the University
of South Florida and your continued commitment to human research protections. If you have any
questions regarding this matter, please call 813-974-5638.
Sincerely,
John Schinka, Ph.D., Chairperson USF Institutional Review Board
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Appendix 11 – Permission to use Successive Approximation Model (SAM) image
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Appendix 12 – Permission to use Motivational Regulation Model image
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Appendix 12 – Permission to include Motivational Regulation Strategies Questionnaire

